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Abstract 
In 2006 The ChildƌeŶ͛s WoƌkfoƌĐe DeǀelopŵeŶt CouŶĐil introduced the Early Years Professional (EYP) 
as a new graduate level leader of practice and change agent. The EYP was tasked with improving 
quality in early childhood education and care (ECEC) in England, particularly in the private voluntary 
and independent (PVI) sector. Professional status was a new phenomenon in this sector and a 
narrative approach was taken in this study to explore, the experiences and perspectives of four 
experienced practitioners as they undertook a programme of training and education to become 
EYPs. Narrative in this study has informed the collection, interpretation and presentation of the 
data. The first layer of analysis presents the data as monologues which privilege the voices of the 
participants before the data is deconstructed for two subsequent layers of analysis. 
The second layer of analysis draws on the work of Bourdieu to explain how feminine stereotypes of 
Đaƌe haǀe shaped the paƌtiĐipaŶts͛ eǆpeƌiences of professionalisation. This thesis argues that 
professionalisation does not entirely overcome primary conditioning but can increase access to 
cultural and economic capital and help the workforce resist exploitation. The data are considered in 
relation to contemporary debates, particularly those concerning performativity and the professional 
mandate. It is argued that performativity can threaten practice that is built on an ethic of care, 
leading to ontological insecurity. This thesis posits that the ontological insecurity, associated with 
EYPS, tends to be transitory and is outweighed by the value, status and access to resources that 
being a professional brings to the participants. It also argues that the professional mandate is found 
to be, at best, fragile and, at worst, rejected by significant stakeholders, thus threatening 
professionalisation of the sector.  
The final layer of analysis draws on the multiframe model of Bolman and Deal which offers insight 
into how organisational structures and practiĐes shape paƌtiĐipaŶts͛ eǆpeƌieŶĐes of ďeĐoŵiŶg aŶ EYP 
and their ability to lead practice, and bring about change. The findings suggest that the role of the 
professional in ECEC challenges traditional hierarchical organisational structures and the 
professional is often ill prepared for leadership.  Drawing on this multiframe analysis the study 
synthesises an adapted Change Curve Model with the multiframe model to generate an integrated 
model of leadership which the practice leader can draw upon to identify the stages of change, and 
the actions which can be employed at each stage.  This model extends knowledge of leadership in 
ECEC and underpins practice leadership in a sector which is increasingly framed by the raising 
standards policy context and increased accountability. 
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Chapter 1: Introduction 
1.1 Introduction 
This chapter begins by setting out the purpose for the study and then explains the role of the Early 
Years Professional (EYP) and how the training programmes for Early Years Professional Status (EYPS) 
were delivered. The chapter then moves on to introduce my positionality and rationale for the study. 
It then presents an overview of early childhood education and care (ECEC) in England and highlights 
key policy developments and contemporary debates on professionalisation in ECEC. The chapter 
then sets out the aim and objectives of the study and provides a brief overview of the 
methodological approach taken to address the aim and objectives. Finally, this chapter explains the 
significance of the study and its implications for future practice and theory.  
The purpose of this study was to explore the experiences and perspectives of practitioners who 
worked in ECEC as they undertook a programme of study to become an EYP. In 2006 the New Labour 
Government introduced EYPS as a way to raise quality in ECEC particularly in the private voluntary 
and independent (PVI ) sector. The rationale for the introduction of EYPS provides an essential 
context for understanding the experiences and perspectives of the participants in this study as they 
worked towards EYPS. Until the mid 1990s, ECEC was generally considered to be a private matter for 
families and Pugh (2010) argues that, until this time, there was a lack of political conviction, at 
government level, that children mattered. As a result, government funding for early childhood 
services was inconsistent and provision of ECEC, in England, was fragmented (Selbie et al. 2015).  
Tomlinson (2013) posits that, following years of debates about the most effective method of 
improving long term educational, social and economic outcomes for children, the New Labour 
Government initiated a strategy of early education as the most cost effective approach. The 
government also held that a key way of improving outcomes for children was lifting children out of 
poverty through supporting mothers into work. Therefore, in its National Childcare Strategy (NCS) 
(DfEE 1998), the New Labour Government promised accessible, affordable and high quality 
childcare. Reardon (2013) points out that, at this time, quality in the ECEC sector was variable and 
the workforce in the private, voluntary and independent (PVI) sector had low levels of qualification, 
i.e only 60% of the workforce was qualified to level 3, and of this group  only 12% was qualified to 
level 4 or above, compared to 80% in the school sector (DfES 2006).  By 2004, research into The 
Effective Provision of Pre-School Education (EPPE) (DfES 2003) had shown that there was a 
significant relationship between the quality of a pre-school centre and improved child outcomes, 
and that there was a positive relationship between the qualifications of staff and ratings of quality. 
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Children made more progress where the curriculum leader was qualified at graduate level (DfES 
2003). The results of this study, commissioned by the earlier Conservative Government, led the New 
Labour Government to focus on raising qualification levels, particularly, in the PVI sector and this led 
to the introduction of EYPS at level 6.  In order to meet the NCS commitment to raise quality across 
the sectoƌ, the goǀeƌŶŵeŶt set taƌgets to haǀe aŶ EYP iŶ eǀeƌǇ ĐhildƌeŶ͛s ĐeŶtƌe ďǇ ϮϬϭϬ aŶd eǀeƌǇ 
other PVI setting by 2015. EYPS was designed to establish the standard, 
For the professional skills, understanding and practice experience to be required of someone 
taking a coordinating role and ..... to articulate  a clear ambition for career progression 
routes which enables the sector to grow its own professionals (DfES 2006 p.30). 
The New Labour Government had an ambitious vision to professionalise the ECEC workforce working 
in the PVI sector in less than ten years. Although there was considerable debate about 
professionalism and professionalisation in ECEC during the subsequent period, as expressed by 
Oberheumer ( 2005), Moss (2006b) and Osgood (2009), the effect of professionalisation on the PVI 
workforce in England has not been explored. Professionalisation in ECEC beyond the maintained 
sector was a new phenomenon in England and , therefore, it was, when first introduced and still is 
under-researched. This study, therefore, contributes significant new knowledge and understanding 
of the area. Importantly, it places individual practitioners, who, Osgood (2009) argues, have been 
silenced, at the heart of the research to extend our understanding of the effects of 
professionalisation on the workforce and their practice.  
1.2 The Early Years Professional (EYP) 
The ChildƌeŶ͛s WoƌkfoƌĐe DeǀelopŵeŶt CouŶĐil ;CWDCͿ ǁas set up iŶ ϮϬϬϱ as a Ƌuasi autoŶoŵous 
non- governmental organisation (QUANGO) by the New Labour Government, initially to support the 
implementation of Every Child Matters (Tomlinson 2013). In 2006, CWDC launched EYPS, a new 
professional status aimed primarily at the ECEC workforce in the PVI sector. CWDC (2006) set out its 
aiŵ that the EYP ǁould ďe a ͚change ageŶt͛ (p.4), tasked with improving and leading practice in 
settings for the full age range of children from birth to the end of the Early Years Foundation Stage 
(EYFS), which was age 5. CWDC set the expectation that candidates would demonstrate that their 
kŶoǁledge of the EYF“ ǁould iŶfoƌŵ theiƌ pƌaĐtiĐe aŶd, ͚theiƌ leadeƌship of otheƌs͛ (CWDC 2010 
p.99). CWDC viewed leadership as linked to improvements in quality and outcomes for children, but 
said little to defiŶe the leadeƌship ƌole ďeǇoŶd statiŶg, ͚they exercise leadership making a positive 
diffeƌeŶĐe to ĐhildƌeŶ͛s ǁellďeiŶg, leaƌŶiŶg aŶd deǀelopŵeŶt͛ (CWDC 2010 p.17). The EYP was 
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eǆpeĐted to ďe a ͚ĐatalǇst foƌ iŶŶoǀatioŶ aŶd ĐhaŶge͛ (CWDC 2010 p.17), bringing about rapid and 
dramatic change for children and their families (Tomlinson 2013).   
In 2009, CWDC commissioned a three year study to investigate if EYPS was achieving its aims as set 
out in the previous paragraph. In this study, Hadfield et al. (2012) explored how EYPs were 
improving and sustaining practice quality through pedagogical processes and wider leadership. The 
study highlights that EYPS had had a positive impact on workforce development. Participants in the 
study felt more confident about taking on a leadership role in their settings after achieving EYPS, and 
felt that gaining the status had improved their ability to carry out improvements in the setting.  
However, Hadfield et al. (2012) also identify a lack of clarity about the leadership role in the EYPS 
standards and variation in practice from setting to setting.  Whalley (2012) suggests that, as the role 
of the EYP developed, EYPs themselves were adding to our understanding of leadership. This thesis 
extends knowledge and understanding of leadership in ECEC by exploring the role of the EYP as a 
leader and change agent ten years after the introduction of the programme. 
1.3 Delivery of EYPS pathways 
The New Labour Government announced that CWDC would take the lead on the development of 
EYPS, as one of its first priorities, and they introduced the first phase of EYPS training in 2006, to 
commence in January 2007. CWDC set out 39 standards (appendix 1), forming the basis of the 
assessment for EYPS, and describing what EYPs needed to know, understand and be able to do in 
practice with children from birth to the end of the EYFS (Reardon 2013). The first candidates were 
assessed through written accounts, interviews and witness testimonies, while in 2009 an 
observation of practice was introduced into the assessment process. Initially there were four main 
pathways to achieving EYPS with a common assessment process for existing practitioners and new 
graduates. The validation pathway allowed very experienced graduate practitioners to gather and 
document evidence, over a four month period, to demonstrate their competence against the 
standards. The short pathway lasted six months and was also intended for graduate practitioners, 
but those needing some additional training to demonstrate competence against the standards. The 
long pathway offered a top up from a foundation degree to an ordinary degree, and was also for 
practitioners who undertook it over a twelve month period. Finally, the full pathway was an 
intensive one year pathway for graduates with limited or no experience of the sector.  In 2011, Sarah 
Teather, the Minister of State for Children and Families, launched a review of EYPS to be carried out 
by CWDC. Subsequently, the review was taken over by the Teaching Agency (TA) as the Coalition 
Government closed CWDC alongside the majority of quangos. The review of EYPS led to its re-launch 
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in 2012, with responsibility foƌ EYP“ tƌaŶsfeƌƌed to the TA. The oƌigiŶal ϯϵ staŶdaƌds ďeĐaŵe the ͚ϴ͛ 
TA National Standards for EYPS (appendix 2) and the four pathways became the Graduate 
Practitioner Pathway (GPP, 6 months), Undergraduate Practitioner Pathway (UPP, 12 months), 
Graduate Entry Pathway (GEP, 12 months) and Undergraduate Entry Pathway (UEP, 24 months) 
(Reardon 2013).  The participants in this study, who were already members of the ECEC workforce, 
enrolled iŶ “epteŵďeƌ ϮϬϭϮ oŶ the UPP aŶd ǁeƌe assessed usiŶg the ͚ϴ͛ TA NatioŶal EYP“ “taŶdaƌds.  
1.4 My positionality and rationale for this study 
This section explains my personal interest and experiences which have the potential to influence the 
research process but my positionality is discussed further in chapter 4. My interest in this field arose 
out of professional experience, including my role as a deputy leader in a pre-school (1995-2000) and 
my current university role which began in 2004. I am employed at a university in the North of 
England and I am currently the Course Leader for the BA (Hons) Early Years. However, I was initially 
employed to design and deliver the part time Foundation degree in Early Years, a degree for early 
years practitioners working in the PVI and school sectors. In England 'early years' usually refers to 
the lives of children from birth to age five and is shaped by the interaction of demographic trends, 
economic conditions, prevailing ideology, historical factors and educational theories (Jackson and 
Fawcett 2009).  As ͚eaƌlǇ Ǉeaƌs͛ ŵaǇ Ŷot ďe a teƌŵ ǁhiĐh is ǁell uŶdeƌstood ďeǇoŶd the EŶglish 
context, I have adopted, in this thesis, terminology used by the Organisation for Economic 
Development (OECD), which has worked to establish an international understanding of quality 
provision for young children. The OECD has labelled policy and provision which relates to young 
children prior to school entry as ECEC (OECD 2012). 
When I took up my first role at the university, foundation degrees were in their infancy and attracted 
additional funding from the government through a widening participation fund. The New Labour 
Government wanted to widen the participation of those with working class backgrounds into Higher 
Education (HE), not just for reasons of social justice but also out of economic necessity (Leitch 2006). 
Foundation degrees were introduced with the dual task of widening participation in HE and 
addressing skills shortages in specific sectors (FdF2007), with ECEC one such sector (Leitch 2006). 
The ECEC sector, as Campbell et al (2005) point out, was centrally placed to support economic 
prosperity as it allowed mothers to participate in the labour market and it was also a source of 
employment, particularly for women. The Foundation degree in Early Years enabled ECEC 
practitioners to study whilst they worked so that they were able to earn and learn at the same time. 
The learning outcomes of the course emphasised practice and becoming reflective practitioners, and 
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offered mostly mature women the opportunity to attend university. Many had their course fees paid 
by the Local Authority (LA) and received additional incentives such as laptops and bursaries. These 
students were identified at the time as non- traditional students as they tended to be older than 
traditional undergraduates, have lower entry qualifications and were likely to be from working class 
backgrounds (Longhurst 2007).  
Having worked on the foundation degree with such non-traditional students, I was included as part 
of the university team which tendered to CWDC to deliver EYPS. The university was successfully 
awarded a contract to deliver the Long Pathway, Short Pathway and Full Pathway. After a short 
period of intense work to validate the programmes and recruit students, EYPS was launched in 
January 2007. I was the Course Leader for the Long Pathway and part of the strategic management 
teaŵ foƌ EYP“. The Neǁ Laďouƌ GoǀeƌŶŵeŶt͛s ageŶda to iŵpƌoǀe soĐial justiĐe, aŶd its aŵďitioŶ to 
end child poverty, allowed me to participate in the initiative to give access to HE to working class 
women, and indirectly improve ECEC. My close involvement with the development of the foundation 
degree and then EYPS triggered my keen interest in issues relating to professionalisation of the 
workforce, and this interest served as an impetus for this study. Furthermore, during this time my 
personal, professional and political convictions were in synchrony and this was immensely satisfying, 
providing a springboard for my plans to undertake research in this area.  
1.5 An overview of Early Childhood Education and Care in England 
In order to understand the significance of EYPS it is necessary to explain how ECEC is organised in 
England. Therefore, this section provides an overview of the sector. The Department for Education 
(2014) describes ECEC settings as ͚ŵaiŶtaiŶed sĐhools; ŶoŶ-maintained schools; all providers on the 
EaƌlǇ Yeaƌs ‘egisteƌ; aŶd all pƌoǀideƌs ƌegisteƌed ǁith aŶ eaƌlǇ Ǉeaƌ͛s ĐhildŵiŶdeƌ ageŶĐǇ͛ (p.4). 
Provision is offered in a diverse range of settings and the split system of privately owned, voluntary, 
independent (PVI) and maintained settings is often referred to as a mixed market or mixed economy 
of provision (Selbie et al. 2015). Nursery Education Funding (NEF) is available in England for fifteen 
hours a week for the most disadvantaged two year olds and all three and four year olds. Public 
funding for these places is available to nursery and primary schools in the maintained sector as well 
as the PVI sector (Pugh 2014). In 2013, one third of funded places were in the maintained sector 
(802,000 children) and two thirds in the PVI sector (1,209,000 children). Since 1997, there has been a 
substantial increase in for–profit provision, with over 60% of full day care settings now privately run, 
and this matters because the for-profit model is difficult to operate in the most disadvantaged areas 
(Pugh 2014). 
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 There are significant consequences for the workforce in the mixed market model, with 
disadvantages for practitioners in the PVI sector.  Practitioners in the PVI sector are responsible for 
delivering the same curriculum and are subject to the same regulatory body as those working in a 
maintained setting in the same area. However, those in the maintained setting are more likely to be 
qualified teachers, to be on a national pay scale, and they are more often represented by unions 
(Pugh 2014). The qualifications of practitioners in the PVI sector range from level 3 to degree level 
and they receive variable levels of pay (Selbie et al. 2015). One explanation for the difference in pay 
and conditions, identified by Selbie et al. (2015), is the longstanding separation between education 
and care in England, where the institutionalised care of young children has low status and low pay as 
it is perceived as an extension of maternal duties. Lewis (2003) suggests that the very term 
'childcare' (p.3) has a dispiriting and dutiful heaviness hanging over it. 
GiǀeŶ these ƌeĐogŶised dispaƌities, the loŶg teƌŵ ǀisioŶ of Neǁ Laďouƌ͛s poliĐǇ doĐuŵeŶt Every Child 
Matters ;DfE“ ϮϬϬϰͿ ǁas that the sepaƌate pƌofessioŶs assoĐiated ǁith ĐhildƌeŶ͛s seƌǀiĐes, health, 
education, social care and legal services would be integrated. Lumsden (2010) describes the EYP as 
occupying a new professional space located at the intersection of health, education and social care. 
However, because EYPs are, as Roberts-Holmes (2014) suggests, discursively constructed in the PVI 
sector, they have not attracted the pay and conditions afforded to their colleagues in education.  
Separation between education and care is reinforced by the variation in funding arrangements 
between childcare and education. Early childhood education is a state entitlement for some two 
year olds and all three to four year olds, but the cost of additional childcare falls to parents, with 
some subsidy through the tax and benefits system (Selbie et al. 2015).  
Selbie et al. (2015) also explains that the traditional separation between education and care is 
further perpetuated in current policy. This is because early childhood education is conceived as 
being about early intervention and child development and is associated, primarily, with children 
aged three and four in preschool. Childcare, however, meets the needs of working parents and is 
associated primarily with children under three. Some attempt has been made through policy to 
reduce the separation; for example, the EYFS brought together the curriculum documents and 
regulatory framework for ECEC in an attempt to bring about a more holistic approach to education 
and care (Selbie et al. 2015) and, in 2006, The Childcare Act placed the onus on LAs to only provide 
childcare places where the EYFS was offered. Pugh (2014) also acknowledges that there have been 
attempts to integrate care and education, and states that the task would be ͚eased if a satisfactory 
teƌŵ Đould ďe fouŶd to desĐƌiďe this eduĐaƌe pƌoǀisioŶ͛ (p.10). Within the European Union, a broad 
definition of ECEC is offered which attempts to provide consistency and clarity, and suggests equal 
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weighting be given to education aŶd Đaƌe. ECEC is defiŶed as ͚provision for children from birth 
through to primary education that falls within a national regulatory framework, i.e. it has to comply 
ǁith a set of ƌules, ŵiŶiŵuŵ staŶdaƌds aŶd/oƌ uŶdeƌgo aĐĐƌeditatioŶ pƌoĐeduƌes͛ ;EuƌǇdiĐe 2014 p. 
153).  Despite attempts to integrate education and care, Pugh (2014) argues that amongst 
government agencies there is still a perceived distinction between childcare provided in the PVI 
sector and early education as provided in the maintained sector. Low levels of pay and conditions in 
the PVI sector simply reinforce the division between education and care, and might explain why the 
workforce is overwhelmingly female at 97% (DfE2014). 
ECEC has been predominantly a female profession for over a century, in spite of a number of 
government campaigns and targets to reverse this trend (Tomlinson 2013). Cameron (2007) suggests 
that men could be attracted into the workforce through professionalisation; however, to date this 
has proved largely unsuccessful (Tomlinson 2013). This might be explained, in part, because it is hard 
to dispel the taken for granted, feminised traditions of care and also because, as pointed out by 
Cameron, Moss and Owen (1999), gender issues are not adequately discussed by society, the 
government and in the sector.  
A graduate level professional status is a new phenomenon in England, particularly in the PVI sector. 
Wright (2011) explains that the PVI sector has been relatively slow to develop in that the 
predominant form of early education from 1870 and for 130 years was in state primary schools. This 
was despite the philanthropic initiatives of church, charitable institutions, and individual pioneers 
such as the McMillan sisters. Maintained nursery provision grew during World War 2 and 
subsequently fell, until, in the 1960s, the pre-school movement and voluntary groups began to fill 
the gap (Wright 2011). Even into the 1990s, ECEC services were discretionary, with low levels of 
public funding (Pugh 2010). Wright (2011) posits that the introduction of a new initiative, such as 
EYPS, into a sector which developed slowly from a series of grass roots movements is likely to induce 
stress and uncertainty in the workforce. Furthermore, contemporary debates on professionalism, as 
discussed below, suggest that professionalism itself is in flux and therefore likely to be experienced 
in complex, and unpredictable ways by EYPs. Issues and questions related to wide and shifting 
models of professionalism are discussed in the next section. 
1.6 Contemporary debates on professionalism 
WhittǇ ;ϮϬϬϴͿ ǁƌites aďout the ͚shiftiŶg pheŶoŵeŶoŶ of pƌofessioŶalisŵ͛ (p.28), stating that 
pƌeǀiouslǇ the ŵost estaďlished pƌofessioŶs suĐh as laǁ aŶd ŵediĐiŶe eŶjoǇed ͚liĐeŶsed autoŶoŵǇ͛ 
(p.28).However increasingly, even for these professions, professional status is now determined by 
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the state through employment and regulation, and this brings high levels of accountability and 
control. Whitty (2008) further suggests that professionalism is in the process of being redefined; the 
traditional exclusive, autonomous model is giving way to a modern professionalism where 
professionals are called upon to work differently, for example more collaboratively, in partnership 
with colleagues and stakeholders.  
The introduction of EYPS was an attempt by the government to professionalise the ECEC workforce 
within the PVI sector and children's centres, and initially CWDC emphasised that EYPS, although not 
the same, was equivalent to qualified teacher status (QTS). The comparison to QTS was important 
because it influenced the type of professionalism and professional the sector might expect. There 
was also an initial expectation that the EYP might benefit from improved status and greater parity in 
pay and conditions with teachers. Yet parity between professions should not be expected; Crook 
(2008) and Whitty (2008) point out that teachers, along with other modern professionals, including 
eŶgiŶeeƌs, Ŷuƌses, aŶd soĐial ǁoƌkeƌs, haǀe ďeeŶ desĐƌiďed as ͚Ƌuasi pƌofessioŶals͛,  tƌailiŶg ďehiŶd 
law and medicine in status, recognition and autonomy. The current disparity between EYPS and QTS 
can be illustrated effectively when considering pay. In 2014 despite childcare being worth more than 
four billion pounds to the economy, the average salary of an ECEC practitioner in the PVI sector was 
six pounds seventy nine pence an hour (Gaunt 2014). It has been difficult to find the average salary 
of an EYP but one of the participants in this study is paid seven pounds fifty pence, while another is 
paid eight pounds an hour. This last amount is equivalent to an average yearly salary of sixteen 
thousand pounds, whilst a newly qualified teacher in 2014 would expect a starting salary of twenty 
four thousand pounds (DfE 2014).  
IŶ additioŶ to the ͚shiftiŶg pheŶoŵeŶoŶ͛ of professionalism identified by Whitty (2008) and the lack 
of parity between professions, discussed above, other academics including Ball (2008) and Ritzer 
(2001) are concerned with the contemporary descent of professions into performativity. Ball (2003) 
states that performativity can be understood as a mode of regulation of the performance of an 
iŶdiǀidual͛s pƌoduĐtiǀitǇ oƌ output. He ďlaŵes peƌfoƌŵatiǀitǇ foƌ ƌeduĐiŶg the pƌofessioŶal to a 
technician and he goes on to describe the educational professional's relentless pursuit of external 
targets, with the individual continually pushing themselves to perform better against externally 
imposed measures of productivity (Ball 2008). Friedson (2001) suggests that the work of the 
professional cannot be standardised and, therefore, performance management can be seen as 
contradictory to professionalism. Oberheumer (2005), however, brings a contrasting view of the 
effect of external performance management targets on the ECEC workforce. She suggests that, 
rather than undermining professional autonomy as suggested by Ball (2008) and Friedson (2001), 
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such targets may bring the EYP recognition and status. Performativity is discussed further in the 
literature review. 
The contrasting views of Oberheumer (2005) to those of Ball (2008) and Friedson (2001), as 
discussed above, are an example of contradictory discourses in ECEC. Wright (2011) draws our 
attention to further contradictory discourses when she states that the literature offers no clear 
answer to the question of whether caring for children, as a form of employment, is emancipative or 
oppressive for women. She states that it is plausible to argue, from a historical perspective, that 
ECEC supports the emancipative over the exploitative view, in that educating women for domesticity 
and to bring up children, as a form of employment, was initially progressive. Watts (2000) claims 
that the role of governess, in the nineteenth century, allowed single women to support themselves 
financially, and that teaching was a respectable option for middle class women not rich enough to be 
unemployed. Wright (2011) describes teacher training offered by the Froebelian Kindergarten 
MoǀeŵeŶt iŶ the ϭϴϬϬs as eŶlaƌgiŶg ǁoŵeŶ͛s fuŶdaŵeŶtal ƌights aŶd pƌofessioŶal oppoƌtuŶities. 
More recently, in the 1960s, the Pre-school Learning Alliance offered specialist training for parents 
to work with children and this marked a move towards training and employing women with small 
children. Wright (2011) suggests that this may represent a step towards independence for these 
women, rather than a form of oppression. However, Osgood (2006) argues that working in ECEC can 
be viewed as oppressive to women as it facilitates a move from unpaid work to underpaid work, 
primarily for working class women, a move that allows middle class women to go out and do the 
better recognised and rewarded work. Skeggs (1997) and Colley (2006) also draw attention to the 
subordinate position of women in ECEC by virtue of their class and gender. In addition Taggart 
(2011) points out that the emotional nature of work in ECEC leaves women open to exploitation and 
he suggests that the current system would collapse if the workforce withdrew their unpaid labour.  
Osgood (2009) points out that the ECEC work force, itself, has been constructed by policy discourse 
in contradictory ways and that policy discourse affects the professional identity of those working in 
ECEC. When EYPS was introduced, Osgood (2009) describes a sector which was simultaneously 
tasked with meeting the complex needs of the most disadvantaged children and becoming the 
means by which women could participate in the paid labour market. However, she argues that, at 
the same time, the New Labour Government repeatedly claimed that ECEC practitioners presided 
over poor quality care and that the whole service needed reform. Despite this contradictory 
construction, Osgood (2009) argues that the ECEC workforce, by occupying a key position in 
government policy, has become the means by which the government can achieve its vision for an 
economically successful nation, and the amelioration of many societal ills. Osgood (2009) reminds us 
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that policy impacts on the emerging professional identity of the ECEC workforce and this argument 
resonates with the work of McKimm and Phillips (2009), who state that professional identity does 
not develop in a vacuum. They suggest that it is shaped by a complex interplay of personal values 
and beliefs, professional ethics and codes of practice, and the legal framework.  In turn these are 
influenced by the organisational practices, communities of practice and wider societal and cultural 
influences which are constantly in flux (McKimm and Phillips 2009). 
 As identified in the previous section, there are a number of contemporary and at times 
contradictory debates relating to professionalisation in ECEC which demonstrated that professional 
identity is in flux and shaped by a complex interplay of social and cultural factors. Professional 
identity, therefore, can be understood as a social construct with collective experiences and features 
for example gender, class and performativity which this study was designed to explore, as seen in 
the aim and objectives set out below. 
1.7 Aim and objectives of the study 
The introduction has explained key stages in the policy development of EYPS and my professional 
experience of the ECEC sector. It has also introduced debates about professionalisation of the ECEC 
workforce in England. This account provides the context for the aim and the objectives of this study. 
The aim of this study was to explore the experiences and perspectives of practitioners in ECEC as 
they undertook a programme of study to achieve EYPS. The objectives were; firstly, to understand 
and explain how social and cultural experiences shape the way practitioners experience 
professionalisation and secondly, to understand and explain what effect professionalisation has on 
their practice and how this affects their view of themselves. The aim and objectives of this study 
were addressed through the following research questions: 
The research questions were: 
1. To what extent do social and cultural experiences shape the way the practitioners in 
ECEC experience professionalisation? 
2. What effect does professionalisation have on practitioners leading practice and on how 
they view themselves, and their practice?   
In selecting a methodological approach and choosing the methods of data collection, the researcher 
always hopes to get a better understanding of the subject matter at hand (Denzin and Lincoln 2005). 
Denzin and Lincoln (2005) also note that the choice of research practices depends on the questions 
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that are asked, what is available to the researcher in the context, and what the researcher can do in 
the setting. The following section provides a brief introduction to the methodological approach and 
the methods of data collection chosen to address the aim and objectives of this study. The 
methodological approach is fully explained in Chapter 4. 
1.8 Methodology and methods 
In developing the methodology and methods, a narrative approach was taken, where story and 
narrative are closely related. Story consists of all the events to be depicted, for example all the 
salient events as told by the participants. Distinct from this, the key element of narrative is that it 
organises a sequence of events into a whole, so that the significance of each event can be 
understood through its relation to the whole (Elliott 2005). The study focused on the experiences 
and perspectives of four practitioners enrolled on the UPP as they worked towards and achieved 
EYPS. The participants were each interviewed four times over a period of 14 to 15 months with the 
final interview taking place some four to six weeks after the participants were notified that they had 
achieved EYPS. I used semi-structured interviews to collect data and adopted a conversational 
approach to build mutually trusting relationships as recommended by Oakley (1981).  
The narrative approach was extended into the interpretation and presentation of the data. The data 
was subjected to three layers of analysis. In the primary analysis the intent was to privilege the voice 
of the participants, and so the data was presented as a series of monologues created from the 
paƌtiĐipaŶts͛ oǁŶ ǁoƌds. The seĐoŶdaƌǇ aŶalǇsis ǁas ĐoŶsisteŶt ǁith a theŵatiĐ Ŷaƌƌative analysis as 
proposed by Riessman (2008) as it presented and interrogated segments of the data in light of 
theory to address the objectives of the study. As the study was exploratory, it was necessary to 
follow this with a third layer of analysis which explored the affect of organisational structures and 
pƌaĐtiĐes oŶ the paƌtiĐipaŶts͛ eǆpeƌieŶĐes of ďeĐoŵiŶg a pƌofessioŶal. Theƌefoƌe, the teƌtiaƌǇ 
analysis drew on the work of Bolman and Deal (2013) and their multiframe model which promotes 
understanding of organisations and offers insight into improving leadership practice, and managing 
change in organisations. The Bolman and Deal (2013) framework was selected because it resonates 
with the conception of the EYP as a leader of practice and a change agent. Furthermore, the 
multiframe analysis offered divergent interpretations of what was happening in the organisational 
context and this enabled me to develop a leadership model which is discussed in the following 
section.  
1.9 Significance of the study 
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In addressing the aim and objectives of this study there have been a number of significant findings 
which will be outlined briefly in relation to each objective. Full details can be found in Chapters 6 to 
8. 
Objective 1 was to explore to what extent social and cultural experiences shape the way the 
practitioners in ECEC experience professionalisation. To meet this objective, the data was 
interrogated with respect to key literature including Bourdieu (1992) and Skeggs (1997) to consider 
how gender and class shaped the way the participants experienced professionalism. The findings 
firstly confirm those of Skeggs (1997) who argues that working class women choose to work as 
practitioners in ECEC because they have restricted access to capital (Bourdieu 1992). However, an 
additional finding from this study is that the participants, unlike the women in Skegg's (1997) 
research, aspired to wider access to capital that they perceived might accrue through having a 
degree and, to a lesser extent, EYPS.  
The study also explored the nature and the effects of performativity for the participants. Ball (2008) 
suggests that performativity can lead the practitioner to lose sight of the personal, social and 
eŵotioŶal aspeĐts of the ǁoƌk that aƌe iŵpoƌtaŶt to theŵ; he Đalls this ͚ontological insecurity͛ 
;p.ϱϰͿ. Hoǁeǀeƌ, this studǇ appeaƌs to ĐoŶtƌadiĐt Ball͛s ;ϮϬϬϴͿ asseƌtioŶs as it has fouŶd that the 
͚oŶtologiĐal iŶseĐuƌitǇ͛ experienced by the participants was transitory and did not undermine their 
personal and emotional commitment to working with young children.  
 The study also considered the effects of professional recognition by the significant stakeholders on 
the participants, where the significant stakeholders included colleagues and parents. The key finding 
was that endorsement and recognition of EYPS was variable amongst the significant stakeholders 
and this had particular significance in settings where the EYP was more qualified than the manager. 
In these settings the EYP encountered resistance and a significant finding from the multiframe 
analysis suggests this is because the EYP challenged traditional organisational structures, particularly 
where vertical lines of authority were inflexible. In two settings, this led to destructive power 
struggles which had a negative impact on the paƌtiĐipaŶts͛ eǆpeƌieŶĐes of ďeĐoŵiŶg a pƌofessioŶal. 
Objective 2 was to explore what effect professionalisation had on practitioners leading practice and 
on how they view themselves and their practice. A key finding was that achieving EYPS provided 
three out of four of the participants with validation for their work and this went some way towards 
reversing feelings of low self-esteem and self-worth. Furthermore, EYPS seemed to impact positively 
on participants' practice, particularly their ability to lead.  A key finding from the multiframe analysis 
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suggests that as effective leaders the four participants developed valuable skills of reflection and 
political skills, including the skills of negotiation, alliance building and agenda setting. 
A further key finding was that the effective leadership of the participants was built on moral 
leadership which supported and protected the workforce. This is important in ECEC where, as this 
study confirms, caring can leave practitioners vulnerable to exploitation. Moral leaders are positive 
role models even when times are challenging. Finally despite the positive effect of achieving EYPS on 
the paƌtiĐipaŶts͛ feeliŶgs of self ǁoƌth aŶd self esteeŵ aŶd the positiǀe effeĐt on practice, 
professionalisation seemed to contribute to the turbulence that is a characteristic of the early years 
workforce. In this study two of the participants moved onto new jobs in ECEC shortly after achieving 
EYPS, and another participant planned to find a job in a school to pursue QTS.  The multiframe 
analysis suggests that half of existing managers and leaders in the settings paid little attention to the 
'cultural glue' that binds individuals to the organisation, and were unable to align the needs of the 
organisation with those of the individual. Therefore, the final key finding is that the participants as 
effective leaders identified the symbolic forms which bind individuals to the organisation and 
endeavoured to match the motivational needs of the employee to the needs of the organisation. 
 A significant contribution of this thesis is the development of a new leadership model arising from 
the findings of the multiframe analysis, my own improved understanding of leadership in ECEC, and 
a strong belief that the participants in this study were not adequately prepared to be leaders and 
change agents (CWDC 2010).  The multi-frame analysis supports understanding of how 
organisational structures and practices in the setting shape leadership of practice. These findings are 
summarised above in relation to the objectives of the study but are presented again as they 
underpin the new leadership model;  
 The EYP as a graduate professional challenged the traditional organisational structures in the 
four PVI settings. This was particularly problematic in the settings where the professional 
was more qualified than the manager and where the vertical lines of authority appeared to 
be inflexible.  The four participants, as effective leaders, developed skills of reflection and political skills of 
negotiation, agenda setting and building alliances to bring about change.  The effective leadership of the four participants was built on moral leadership which 
supported and protected the workforce. 
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 The four participants, as effective leaders, identified the symbolic forms which bind 
individuals to the organisation and endeavoured to match the motivational needs of the 
employee to the needs of the organisation. 
 
The proposed new model, the Change Curve Four Frame Model of Leadership synthesises the 
Bolman and Deal (2013) framework with the Change Curve Model (Kubler- Ross 1989) and is 
informed by the findings set out above. It provides a valuable resource to support the work of 
practice leaders, enabling them to anticipate how another individual might react to change. For 
every stage of change, the model suggests actions which the practice leader can employ to 
overcome resistance to change. This model is discussed in detail in Chapter 8.  
Whilst data was being gathered for this study EYPS was replaced by EYTS and, in 2014, the National 
College of Teaching and Leadership (NCTL) introduced new occupational standards for the Early 
Years Educator (EYE) at level 3 and level 6. Therefore, it is likely that in the next few years there will 
be EYPs, EYTs and graduate level EYEs employed in the PVI sector. It is not possible to say what 
effect this array of graduate professionals will have on the sector; however, the link between 
continuous improvement in ECEC and effective leadership continues to be emphasised (Ofsted 
2015). Therefore, the importance of practice leadership and the ability of leaders to bring about 
change remains important. The findings from this study can support future practice leaders in ECEC, 
whether they are an EYP, EYT or an EYE. 
1.10 Chapter summary and organisation of the study 
This chapter has presented the rationale and, in summary form, the context for this research as well 
as a brief explanation of the methodological approach taken to address the aim and objectives of the 
study. It has also provided a brief overview of the key and significant findings, as well as the 
implications for practice leaders in ECEC. Chapter 2 provides a more detailed account of seminal 
ECEC policy which provides essential background to and contextualises the introduction of EYPS and 
EYTS. Chapter 3 presents a review of the literature relevant to an understanding of contemporary 
debates on professionalism, and it includes discussion of a range of international perspectives and 
approaches to professionalisation in ECEC. This chapter also provides a review of the current and 
emerging literature in the field of leadership in ECEC which has particularly informed this thesis. This 
includes an overview of the Bolman and Deal (2013) multiframe model which is significant in the 
study's tertiary thematic narrative analysis of data. Chapter 4, the methodology chapter, provides a 
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detailed explanation of the narrative approach to collecting and analysing the data, and includes 
discussion of the ethical considerations which have shaped this research study. This is followed by 
three chapters concerned with the presentation of the findings. Chapter 5 is the primary analysis, 
the ŵoŶologues; these aƌe a pƌeseŶtatioŶ of the paƌtiĐipaŶts͛ stoƌies of ďeĐoŵiŶg a pƌofessioŶal. 
Chapter 6 is the secondary analysis of the data which is a thematic narrative analysis. This analysis 
exemplifies themes relevant to the contemporary debates of professionalism and explains how 
social and cultural experiences shaped the experiences of the participants. The chapter also includes 
discussion of the effect of professionalisation on the participants and their practice. Chapter 7, the 
tertiary analysis of the data, follows and draws on the Bolman and Deal (2013) framework to provide 
a multiframe perspective on how organisational structures and practices shaped the experiences of 
the participants. Following this analysis, Chapter 8 draws on the findings from chapter 7 to present a 
new model of leadership. The model offers the practice leader in ECEC a way to understand 
organisational change and strategies to support the professional in leading and changing practice.  
The final chapter presents a conclusion to the study. It summarises the contribution which the study 
makes to knowledge of professionalisation in ECEC and in the emerging field of leadership in ECEC in 
the PVI sector. It considers potential strengths and limitations of the study and includes my reflexive 
thinking on the study. The chapter also identifies areas for future research to build on the findings of 
this study. 
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Chapter 2: Policy in Early Childhood Education and Care in England 
2.1 Introduction 
This chapter presents the significant aspects of government policy which contextualise this study, 
and underpin the introduction of EYPS. It expands on the policy summary included in Chapter 1, 
explaining, for example, how  the National Childcare Strategy  (NCS) (DfEE1998) was part of a wider 
policy agenda to support women into work and how Every Child Matters (ECM)(DfES2004), as an 
overarching policy for children's services, contributed to the formulation of the 39 EYPS standards. 
The chapter begins with a focus on New Labour Government policy developments from 1997 to 
2010 which foregrounded the importance of raising qualifications in ECEC, particularly in the PVI 
sector, and saw unprecedented levels of government investment in training and development of the 
workforce. The chapter then turns to focus on Coalition Government policy developments between 
2010-2015 and identifies a number of seminal policy reviews which led to the introduction of EYTS. 
This account of policy relating to EYTS is included because, although it did not inform the study's 
initial aims and research questions, this policy development occurred as a background to the 
research, whilst the participants were working towards EYPS, and it was relevant to their 
experiences of, and perspectives on, becoming a professional.  
2.2 Early childhood education and care policy in England 1997-2010 
During the 1980s and 1990s there were unclear and conflicting messages from successive 
governments about what was required from policy relating to ECEC, for example as to whether the 
focus should be on preparing children for school, providing day care for working parents, or 
prevention of developmental delay and juvenile crime (Pugh 2014). The New Labour Government 
came to power in 1997 and inherited a system split between early education and day care which 
Moss ;ϮϬϭϰ p.ϯϰϳͿ desĐƌiďes as ͚patchy͛. Moss ;ϮϬϭϰͿ also asseƌts that, at that tiŵe, EŶglaŶd ǁas 
consistently near the bottom of the European league table for public investment in ECEC, meeting 
neither demand nor need. During thirteen years of the New Labour Government, ECEC became a 
policy priority. In 1998, the New Labour Government set targets for the quality and quantity of ECEC 
in the NCS and Osgood (2009) states that, within the policy climate at the time, ECEC was 
constructed as the crucial means by which full employment, particularly the employment of 
mothers, could be achieved. The government introduced a new standards and inspection regime and 
placed much greater emphasis on training and development of the workforce (Pugh 2010). Childcare 
places increased and significant reform of the workforce began. At this time the ECEC workforce was 
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largely the domain of working class women (Osgood 2005), with low levels of qualification, as 
disĐussed iŶ Đhapteƌ ϭ. The Neǁ Laďouƌ GoǀeƌŶŵeŶt͛s ĐoŵŵitŵeŶt to iŶǀestŵeŶt iŶ tƌaiŶiŶg aŶd 
developing the workforce was influenced by the findings from EPPE (Sylva et al.2004) as described in 
Chapter 1. 
During the period from 1998 to 2008 the government reiterated the need to radically reform the 
ĐhildƌeŶ͛s ǁoƌkfoƌĐe iŶ oƌdeƌ to iŵpƌoǀe eŵploǇaďilitǇ foƌ paƌeŶts aŶd outĐoŵes foƌ ĐhildƌeŶ. These 
ideas were promulgated in two key policies, ECM (DfES 2004) and the Ten Year Childcare Strategy 
(DfES 2004a). ECM (DfES 2004) took prevention as its starting point, focusing on entitlements for 
children, and its long term vision was the development of integrated health, education and social 
care through ĐhildƌeŶ͛s ĐeŶtƌes aŶd eǆteŶded sĐhools ;Pugh ϮϬϭϰͿ. CoŶteŵpoƌaŶeous ǁith this, the 
Ten Year Childcare Strategy (DfES 2004a) stated that practitioners working with pre-school children 
should have as much status, as a profession, as teachers in schools (Reardon 2009). In 2006, The 
Childcare Act placed a statutory duty on LAs to take lead responsibility for ECEC; they were given the 
responsibility to raise quality, improve delivery and achieve better results (HMSO 2006b). Running 
parallel to this, the New Labour Government demonstrated serious commitment to workforce 
reform by commissioning a comprehensive review of qualifications and career structures in the 
sector, and following this review, in 2006, it presented its ChildƌeŶ͛s WoƌkfoƌĐe StƌategǇ (DfES 2006). 
The strategy announced that the ŶeǁlǇ foƌŵed ChildƌeŶ͛s WoƌkfoƌĐe DeǀelopŵeŶt CouŶĐil ;CWDCͿ 
would lead on training and development of the ECEC workforce and it set targets for a graduate 
leadeƌ iŶ all ĐhildƌeŶ͛s ĐeŶtƌes ďǇ ϮϬϭϬ aŶd iŶ eǀeƌǇ PVI setting by 2015. With this goal in mind, the 
CWDC built on existing foundation degrees and related higher education courses for the ECEC 
workforce to launch a new graduate status, EYPS in 2006 (CWDC 2006).  Assessment for the status 
was based on 39 standards developed by CWDC (2006c). The New Labour Government pledged in 
excess of £900 million to developing EYPS, with large sums allocated to attracting potential EYPs and 
to supporting settings to improve the quality of their provision; this was the first time any English 
government had pledged such a high level of funding to improving the ECEC sector (Tomlinson 
2013).  
The 39 CWDC standards for EYPS (CWDC 2006C)(appendix 1) supported the ECM agenda, the Ten 
Year Childcare Strategy, the Childcare Act 2006 and the introduction of EYFS. Together these 
stƌategies aŶd poliĐies ƌefleĐted the Neǁ Laďouƌ GoǀeƌŶŵeŶt͛s ǀisioŶ that EYPs ǁould tƌaŶsfoƌŵ the 
ECEC sector, thus providing better outcomes for children (Reardon 2013). It is possible to identify 
the proposed integration of the ECM (DfES 2004) agenda within the original 39 standards for EYPS 
(CWDC 2006c). The aim of ECM (DfES 2004) was to develop a shared responsibility across all 
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ĐhildƌeŶ͛s seƌǀiĐes foƌ safeguaƌdiŶg ĐhildƌeŶ aŶd iŵpƌoǀiŶg ĐhildƌeŶ͛s ǁellďeiŶg, ǁheƌe well being 
was defined by reference to five outcomes: be healthy, stay safe, enjoy and achieve, make a positive 
contribution and achieve economic well being. An additional aim of ECM (DfES 2004) was to shift the 
focus of professionals from dealing with the ĐoŶseƋueŶĐes of diffiĐulties iŶ ĐhildƌeŶ͛s liǀes to 
preventing things from going wrong in the first place (DfES 2004).  Standard (S)3  and S 23,for 
eǆaŵple, set out the eǆpeĐtatioŶ foƌ the EYP to uŶdeƌstaŶd faĐtoƌs ǁhiĐh affeĐt a Đhild͛s ǁell ďeiŶg 
and if necessary refer the child to specialist support (see appendix 1). ECM (DfES 2004) placed great 
emphasis on multi-professional teamwork and this focus was also included in the EYP standards, for 
example, S36 (appendix 1). The 39 standards for EYPS differed from the QTS standards for teachers 
;TDA ϮϬϬϳͿ iŶ that theǇ suppoƌted a pedagogiĐal appƌoaĐh iŶ ǁhiĐh, ͚children should be nurtured in 
order to flourish͛ ;CWDC ϮϬϭϬ p.ϯͿ, ƌatheƌ thaŶ aŶ appƌoaĐh ǁhiĐh eŵphasised teaĐhiŶg. 
2.3 Early childhood education and care policy in England 2010-2015 
The New Labour Government began in a period of economic growth that ended abruptly with the 
financial crisis of 2007-ϮϬϬϴ, although speŶdiŶg Đuts to ĐhildƌeŶ͛s seƌǀiĐes did Ŷot ďeĐoŵe a ƌealitǇ 
until 2011 (Reardon 2013). The Coalition Government took office in 2010, committed to deficit 
reduction through cuts to public expenditure. They quickly commissioned a number of independent 
ƌeǀieǁs iŶto ĐhildƌeŶ͛s liǀes, paƌtiĐulaƌlǇ ǁith ƌespeĐt to health aŶd ǁell-being, education, child 
protection and the wider impact of poverty on their life chances (Field 2010; Allen 2011; Munro 
2011; Marmot 2010). The New Labour Government had also commissioned a review of the EYFS to 
be carried out by Dame Claire Tickell and this was published under the Coalition Government in 
2011. Subsequently the findings of these reviews were distilled into one policy document, 
Supporting Families in the Foundation Years (DfE2011). In this document the Coalition Government 
set out their vision for ensuring that all children, whatever their background, should be able to fulfil 
theiƌ poteŶtial. It stated ͚It is the Đhild͛s eǆpeƌieŶĐes duƌiŶg the fiƌst Ǉeaƌs that shape theiƌ futuƌe 
deǀelopŵeŶt aŶd theiƌ aĐhieǀeŵeŶts lateƌ iŶ life͛ (DfE 2011 p.2). Therefore, the success of this policy 
was predicated upon early intervention, where early identification and help was seen as a means to 
reduce health inequalities, protect children and to break the cycle of poor outcomes experienced by 
some children and families. This was ƌeŵiŶisĐeŶt of the pƌeǀious goǀeƌŶŵeŶt͛s ECM policy (Reardon 
2013) and, in common with ECM (DfES 2004), it also drew upon research findings from EPPE (Sylva et 
al. 2004, 2010), indicating a need to support the aspiration for higher level qualifications for 
practitioners working with young children. Sylva et al. (2004) set out in the EPPE research to 
investigate whether higher quality pre-school provision made a difference to the intellectual and 
social behavioural development of young children, and identified some principles for ensuring high 
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quality provision. The findings suggested that quality made a difference and that there was a 
positive relationship between the qualifications of staff and ratings of quality (Sylva et al. 2010). 
Sylva et al. (2010) also found that the greatest impact on quality was when the curriculum leader 
was a trained teacher and this was linked specifically with better outcomes in pre-reading and social 
development at age five. Osgood(2009) points out that this view of quality, with a focus on better 
outcomes, positions children as relational to adults and as particularly vulnerable and, therefore, as 
ƌeƋuiƌed to ďe giǀeŶ ͚the ďest staƌt iŶ life͛ (p.736). She further suggests that childcare is only deemed 
good quality if it can be assessed and measured against a middle class norm and that the effect of 
this is that it is assumed that ECEC should be like middle class mothering. Osgood (2009) argues that 
concerns about the regime to establish quality in ECEC are silenced in government discourse and 
that government discourse on quality masks the low pay, and poor working conditions associated 
with the workforce.  
The Coalition Government continued to focus attention on ECEC and Tickell, in her 2011 review of 
the EYFS, called on the government to retain the ambition to have a graduate led workforce in the 
ECEC sector, and recommended greater clarity in identifying career progression routes to EYPS and 
QTS. In doing so, Tickell (2011) failed to recognise that foundation degrees were already available as 
a progression route to EYPS. Tickell (2011) also noted that she had heard positive reports about the 
National Professional Qualification in Integrated Centre Leadership, a qualification specifically for 
ŵaŶageƌs of ĐhildƌeŶ͛s ĐeŶtƌes, ďut did not draw on evidence provided by Mathers et al. (2011) to 
endorse EYPS. The review by Mathers et al. (2011) had shown that EYPs were contributing to overall 
improvements in quality in settings, and adding value in the areas of literacy, planning and inclusion. 
However, Tickell (2011) drew attention to serious concerns regarding the content and quality of 
qualifications within the sector, and the continued gender bias in the ECEC workforce. As a result of 
these concerns, the government commissioned a review of early education and childcare 
qualifications by Nutbrown. 
At the same time, the Coalition Government had set in motion reforms to local government and to 
public services, including health and education, significantly reducing the number of government 
quangos (Pugh 2014). In 2012, CWDC was closed and its programmes of work, including EYPS, were 
taken over by the Teaching Agency (TA). Tomlinson (2013) points out that, when the Coalition 
Government came to power, only a fraction of the previous funding was announced for the 
continuation of EYPS as a workforce development strategy. In spite of the closure of CWDC and the 
lack of endorsement by Tickell (2011), EYPs were identified in the revised EYFS released in March 
2012. They were included, alongside qualified teachers, as part of the statutory requirement for 
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staffing arrangements (DfE2012b) but the ambitious target to have a graduate leader in every PVI 
setting by 2015 was removed from policy. Following the publication of the revised EYFS, Nutbrown's 
review of early education and childcare qualifications was released. Nutbrown (2012) acknowledged 
the positive impact that EYPS programmes had on individual practitioners and on the quality of 
settings, whilst pointing out that the lack of parity between EYPS and QTS caused frustration in the 
sector. This led to a report recommendation, not to strengthen government support for EYPS, but to 
introduce a specialist early years route to QTS (0-7years), with an additional conversion qualification 
being made available to EYPs. There was no similar recommendation for qualified teachers to 
engage in any additional training, even though they may have gained little knowledge of early child 
development (0-3 years) during their training. Thus the Nutbrown review simultaneously endorsed 
EYPS and critiqued it, reinforcing the lack of parity between QTS and EYPS. 
In 2013, Truss as Childcare Minister announced the publication of More Great Childcare (DfE 2013) 
as a government response to the Nutbrown Review (2012). Significantly, the report announced that 
EYPS would be replaced with Early Years Teacher Status (EYTS), to end the disparity in status 
between QTS and EYPS. However, as Jones (2014) points out, workforce quality costs and Truss 
(2012) in her role as Deputy Director of Reform, a right wing think tank, had previously argued that 
childcare was not good value for money for parents or the government. The government did not 
want the high costs of a highly qualified workforce to be passed on to parents as they recognised 
that the cost of childcare was one of the most significant barriers for mothers who wanted to work 
(DfE 2013). Therefore, More Great Childcare (DfE2013) proposed that ratios of children to 
practitioners should be increased in the PVI sector, from 1 practitioner to 3 children (1:3) to 1:4 with 
children aged 1 or 2 years and from 1:8 to 1:13 for children aged 3, if the practitioner was an EYP. As 
Jones (2014) explains, this was strongly opposed by parents and many owners, managers and 
practitioners in the PVI sector, and, as a result, this proposal was dropped. This was problematic for 
the Coalition Government in terms of economic implications because they wanted to attract more 
mothers into the workforce given that one of the most efficient ways of lifting children out of 
poverty appeared to involve supporting mothers into work (Field, 2010). Furthermore, Truss (2012) 
argued that the economy would benefit from the untapped potential of mothers who were not 
currently in work.  
In 2013, the National College for Teaching and Leadership (NCTL) merged with the Teaching Agency 
(TA) and announced new criteria for Early Years Educator qualifications at level 3 and 6, and 
published Teachers Standards for Early Years, relevant to practitioners working with children aged 
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from birth to five. Thus EYPS was replaced by EYTS. Nutbrown, in 2012, had called for a specialist 
early years teaching route but, in her response to More Great Childcare, suggested that without QTS,  
Yet again those who work with young children are offered a lesser status, and we should 
realistically anticipate poorer pay and conditions than those who work with older children 
(Nutbrown 2013 p.7). 
The Coalition Government signalled that they continued to support ECEC services in Supporting 
Families in the Foundation Years (DfE/DH 2011). It introduced funding for free childcare for the most 
'vulnerable' two year olds, and continued to fund places for all three and four year olds (Tomlinson 
2013). However, this has taken place within the wider context of severe cuts to public expenditure 
and sweeping reform of the welfare system. This has led to considerable tensions between 
increasing the quantity of provision and ensuring quality is maintained (Pugh 2014). Furthermore, in 
2015, the Conservative Government pledged to increase the amount of free childcare for working 
parents from fifteen hours per week to thirty hours per week. Whilst this equates to a subsidy of five 
thousand pounds for parents earning less than one hundred and fifty thousand pounds per year, the 
government has not, as yet, announced any increase in the funding to be paid to the ECEC setting 
(McMahon 2015). This is likely to add significantly to the tensions between quantity of provision and 
quality. The NDNA (2015) reports that PVI settings are struggling to recruit EYTs and retain EYPs. This 
might be explained by the government subsidies to the sector which leave a funding shortfall of 
twenty percent (McMahon 2015), making it difficult for the PVI sector to afford comparable rates of 
pay to those paid to teachers in the school sector. PVI settings, particularly in areas of economic 
deprivation, cannot pass on the costs of employing an EYT to parents. 
 There are other recent developments to the education system which might explain why it is difficult 
for the PVI sector to recruit and retain EYTs and EYPs, including the introduction of academies. 
Within the academy system the senior management team has discretion in determining the 
appropriate qualifications of staff, and in setting their terms and conditions of employment. 
Significantly, it is no longer necessary for teachers to have QTS to work in an academy (DfE 2015), 
and therefore, EYPs and EYTs can seek employment in an academy where pay and conditions may be 
better than in the PVI sector. The Education White Paper ;DfE ϮϬϭϲͿ sets out the goǀeƌŶŵeŶt͛s ǀisioŶ 
that all schools should be academies by 2020 and, if this happens, then it is likely to become 
increasingly difficult for PVI settings to recruit and retain EYPs and EYTs because of competition from 
academies in terms of pay and conditions. 
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Moss (2014) argues that, despite all of the policy initiatives of New Labour, The Coalition and 
Conservative Governments between 1997-2014, the old divisions between childcare and education 
persist. The level of qualifications in the PVI sector has increased overall; there has been a 27% rise 
in the number of practitioners qualified at level 3 or above to 87%, and 13 % of this group are 
qualified to level 6.  Nevertheless, the average salary in the PVI sector remains low at £6.80 per hour 
(DfE 2014). The NDNA (2015) report that 88% of the settings they surveyed employed a graduate but 
struggled to recruit EYTs because of pay and working hours. In the same survey, the NDNA report 
that staff turnover was on the increase at 14% per year, with 5% leaving the sector each year for a 
higher salary. The number of graduate level practitioners has increased and it appears that many 
settings are willing to employ a graduate; however, salaries remain low and are a significant barrier 
to recruiting and retaining EYTs (NDNA 2015). Moss (2014) suggests that the position of the 
ǁoƌkfoƌĐe has iŵpƌoǀed soŵeǁhat ďut it ƌeŵaiŶs diǀided ďetǁeeŶ ͚a professional minority and a 
vast majority of technicians, with the latter still relatively poorly educated and scandalously poorly 
paid͛ (p.354). 
2.4 Chapter summary  
This chapter outlines the complexities of key ECEC policy developments in England, alongside related 
debates on the provision of ECEC and the position of the workforce. This discussion provides a frame 
of reference for this thesis by outlining some key stages in the development of ECEC policy with 
relevance to the introduction of EYPS and EYTS. ECEC received considerable attention under the New 
Labour Government and this chapteƌ ďegiŶs ǁith aŶ eǆaŵiŶatioŶ of this goǀeƌŶŵeŶt͛s poliĐǇ ageŶda 
from 1997-2010. The New Labour Government embarked on a radical reform of ECEC and 
unprecedented levels of funding were allocated to improving the levels of qualifications, identified 
as key to quality in the sector. EYPS was launched and ambitious targets were set for an EYP to be 
eŵploǇed iŶ eǀeƌǇ ĐhildƌeŶ͛s ĐeŶtƌe ďǇ ϮϬϭϬ aŶd eǀeƌǇ PVI settiŶg ďǇ ϮϬϭϱ. IŶitiallǇ the CoalitioŶ 
Government remained fairly committed to EYPS, despite removing the targets. However, this was 
short lived and, in 2013, EYPS was replaced by EYTS. The introduction of EYTS and its location within 
the remit of the TA signalled a policy move towards greater parity across the divided workforce; 
however, disparity remains in the terms and conditions of employment across the ECEC sector. 
Although the levels of qualification in the PVI sector have improved, particularly in terms of Level 3 
practitioners, pay remains low, the split between education and care persists and parity between 
professionals across the ECEC sector has not yet been achieved. These continuing policy issues have 
significant implications for the practitioners whose narratives are central to this thesis. Policy and 
legislation are key contributing factors that shape the paƌtiĐipaŶts͛ eǆpeƌieŶĐes aŶd peƌspeĐtiǀes of 
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professionalisation and contribute to their emerging professional identity. The following chapter is a 
review of the literature relevant to this thesis and it moves on from the discussion of ECEC policy, 
relevant to the workforce, to consider a wider range of social and cultural factors for example, 
geŶdeƌ, Đlass aŶd peƌfoƌŵatiǀitǇ aŶd theiƌ affeĐt oŶ the paƌtiĐipaŶts͛ eǆpeƌieŶĐes. The liteƌatuƌe 
review presents key debates which inform research into professionalisation of the workforce in ECEC 
and further contextualises this study. 
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Chapter 3: Literature Review 
3.1 Introduction 
This chapter provides a critical review of the literature and in combination with Chapter 2 it frames 
and contextualises this study. It includes key theoretical perspectives which are central to the 
iŶteƌpƌetatioŶ of the data to eǆplaiŶ the paƌtiĐipaŶts͛ eǆpeƌieŶĐes of pƌofessioŶalisatioŶ. Fƌoŵ the 
outset the chapter presents critical views of the professional and alternative perspectives on 
professionalism. This is followed by a review of literature which considers professionalisation in ECEC 
as an opportunity to define a new professional, one that emphasises the relational and emotional 
aspects of the role. The chapter then debates the possible consequences of performativity for the 
professional working in ECEC, drawing primarily on writers concerned with professional issues in 
teaching. It then moves onto provide a profile of the ECEC workforce as it existed prior to 
professionalisation. The chapter then considers how gender, class and power have shaped the 
workforce aŶd the iŶdiǀidual pƌaĐtitioŶeƌ͛s ideŶtitǇ. The liteƌatuƌe then focuses on some potential 
dilemmas of professionalisation and the possible consequences of professionalisation for the wider 
ECEC workforce. The chapter then draws on a range of relevant international perspectives in order 
to fully explore professionalisation in ECEC. Finally the literature review turns to focus on the role of 
the EYP as a leader of practice and change agent. It considers the emerging debates relating to 
pedagogical leadership in ECEC and discusses the extent to which a formal position of power and 
authority is required to implement change. The review includes an outline of the central concepts of 
the multi-frame model proposed by Bolman and Deal (2013) to explain organisational life and 
leadership challenges. This model is included as it has been drawn on heavily in the analysis of the 
data and to support the findings of this thesis.  
3.2 Critical views of the professional 
From the outset it is useful to try and understand what the terms 'professional' and 'professionalism' 
mean. As EYPS is new there is a limited amount of literature available to draw on which relates 
specifically to EYPS, therefore I looked to some of the authors exploring professionalism in teaching. 
This is relevant, since Early Years Professional Status (EYPS) and Qualified Teacher Status (QTS) have 
some common elements, for example sharing graduate level status, an expectation of meeting 
government imposed standards, and involving close work with children and young people. However, 
there is a key difference between EYPS and QTS and that is the requirement for the EYP to lead 
practice, and to be a change agent. The following section considers the nature of professionalism 
more broadly. 
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Crook (2008 p.10) provides a useful historical perspective on professionalism. He reminds us that 
such terms as 'profession', 'professional' and 'professionalism' are contested terms and change over 
time. Therefore, it can be difficult to provide one definition. Crook (2008) describes the 
distinguishing characteristic of a professional as having ͚an intellectual technique acquired by special 
training͛ ;p.16). He argues that a profession can only exist where there is a bond between the 
practitioners and this bond must take the shape of a formal association. Crook (2008) does point to 
other traits which have been associated with a profession including: systematic preparation with a 
taught, intellectual component and observation of norms or codes of practice; an emphasis on 
service to others ahead of personal reward; and high levels of personal integrity.  
The literature which discusses the demise of the professions provides further insight into the 
contested nature of professionalism. A range of authors including Schon (1992), Ritzer (2001), and 
Ball (2003, 2008) raise the issue of government control as part of this discourse of the demise of the 
professions. Schon (1992), in his seminal paper, describes a crisis in confidence with and amongst 
professionals. He points to the fact that the public have demanded increasing external regulation of 
professional practice, theƌefoƌe ďƌiŶgiŶg iŶto ƋuestioŶ the pƌofessioŶs͛ pƌiǀileged social position and 
autonomy. In this classic paper Schon (1992) states that it is timely to reconsider the question of 
professional knowledge that traditionally had its roots in a positivist epistemology of practice. He 
challenges whether this professional knowledge can ever really ͚take full aĐĐouŶt of the ĐoŵpeteŶĐe 
practitioners sometimes display in situations of uncertainty, complexity and uniqueness͛ ;p.56). He 
proposes instead an epistemology of practice based on reflection.  
The epistemology of practice based on reflection, first identified by Schon (1992), has become a 
central facet of the EYP role. Moss (2006) and Appleby (2009) suggests that it is the key process for 
ECEC practitioners developing a professional identity. In fact Moss (2006) adopts the term ͚ƌefleĐtiǀe 
pƌofessioŶal pƌaĐtitioŶeƌ͛ (p.39) and Moss (2006) calls for this professional to resist performativity 
and establish autonomy. However, the literature exploring professionalism in teaching, suggests that 
reflection, rather than helping to resist performativity, becomes a tool for performance 
management. Crook (2008) explains that reflective practice has a special appeal to teachers as it 
embodies experiential learning, and leads to improvement in practice. The EYP is required to be a 
reflective practitioner and a corollary effect is anticipated. Therefore, the process of reflection 
ultimately becomes a tool for performance management. If performance management leads to 
improvements in practice, it becomes difficult to understand why it must be resisted. Performativity,  
it is argued by Ball (2003) is remaking the professional; whereby the ethics of competition and 
performance replace the older ethics of professional judgement and cooperation. He also suggests 
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that the primacy of caring relations has no place in a world of performativity. Ball (2008)  discusses 
the effeĐt of peƌfoƌŵaŶĐe ŵaŶageŵeŶt sǇsteŵs oŶ the ͚suďjeĐtiǀities of iŶdiǀiduals͛ ;p.51);  he 
states ͚peƌfoƌŵatiǀitǇ iŶǀites us aŶd iŶĐites us to ŵake ouƌselǀes ŵoƌe effeĐtiǀe, to ǁork on ourselves  
and to feel guilty and inadequate if we do not͛ ;p.51). Furthermore, he points out that performativity 
is enacted through externally imposed measures and targets, against which the professional must 
position them self. These targets offer the possibility of being better, better than others or even the 
best. Ball (2008) posits that this creates uncertainty for the professional, as discussed further on 
page (38), and is a tactic for destabilisation of the workforce, and that performativity is most 
powerful ͚ǁheŶ it is iŶside ouƌ heads aŶd ouƌ souls͛ aŶd ͚ǁheŶ ouƌ ŵoƌal seŶse of ouƌselǀes aŶd ouƌ 
desiƌes aƌe aligŶed ǁith peƌfoƌŵatiǀitǇ͛ ;p.52). In reality this can lead to individuals feeling that they 
can never meet external requirements, and that practice is never good enough. Osgood (2009) 
suggests that this is exactly what was achieved by the New Labour Government, who created 
uncertainty in the ECEC workforce, constructing them in contradictory ways; as both the salvation of 
society and as shambolic. She argues that the government cultivated the discourse of ECEC in crisis 
and the need for radical reform. Thus the work force was primed for professionalisation, and EYPS 
was seen to be the only way to end the crisis in ECEC.  
For some performativity is viewed as inevitable; Whitty (2008) argues that increasingly professional 
status is controlled through state regulation and employment. However, performativity need not be 
seeŶ as the deŵise of the pƌofessioŶal, ŵoƌe a paƌt of ͚shifting phenomenoŶ of pƌofessioŶalisŵ͛ 
(Whitty 2008 p.28).  There is a suggestion that this is an opportunity to redefine professionalism and 
herald in the new professional.  
3.3 The new professional in early childhood education and care 
Some, for example Rodd (1998) and Oberheumer (2005), call for a new democratic professional in 
ECEC. This may be inevitable as Barnett (2008) points out that it is impossible for professionals to 
hold onto their epistemological authority as in the knowledge society everyone is knowledgeable to 
some extent. The democratic professional also espouses values and practice associated with the 
͚soĐial pedagogue͛ model (Stephens 2009 p.343). Stephens (2009) explains social pedagogy as 
practiced in Norway and suggests some ways in which it might influence policy and practice in the 
United Kingdom. He proposes that the defining feature of best social pedagogic practice is the 
͚ĐapaĐitǇ to ďeĐoŵe a seĐuƌe adult ďase iŶ a Đhild͛s life͛ (p.ϯϰϱͿ. He ďoƌƌoǁs the teƌŵ ͚seĐuƌe ďase͛ 
from Bowlby and his theory of attachment, and stresses that the emphasis is on human relationships 
based on openness and equality, as opposed to supervision and hierarchy, seen as a feature of 
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practice in England. Stephens (2009) states that there is a connectedness between the teacher and 
learner, where the affiliation is expressive rather than instrumental. Whereby the bond between the 
child and the teacher is more than can be conveyed through actions, it is emotional and full of 
feeling. There is much agreement with these assertions in the writing of Elfer (2007, 2008, 2010) and 
Manning-Morton (2006) who describe the fundamental importance of relationships and attachment 
in ECEC practice in England. Elfer (2007 p.186) also acknowledges that ͚ǁoƌkiŶg pƌofessioŶallǇ ǁith 
young childƌeŶ is aŶ iŶteŶselǇ peƌsoŶal uŶdeƌtakiŶg͛. Manning-Morton (2006) and Osgood (2006b, 
2010) are keen to define a new professional who is characterised by the intensely personal and 
emotional nature of early childhood education and care. Osgood (2006b) has desĐƌiďed the ͚ethic of 
Đaƌe aŶd eŵotioŶal laďouƌ͛ (p.ϭϵϯͿ as the ĐoƌŶeƌstoŶe of pƌaĐtitioŶeƌs͛ uŶdeƌstaŶdiŶg of theŵselǀes, 
aŶd ǁaŶts to dƌaǁ oŶ this to ĐoŶstƌuĐt the Ŷeǁ pƌofessioŶal, ĐalliŶg foƌ ͚pƌofessioŶalisŵ fƌoŵ ǁithiŶ͛ 
(p.193). 
3.4 Challenges to a new professionalism in early childhood education and care 
While the previous section introduces the possibility of a new professionalism, there are, however, 
some considerable challenges, highlighted in the literature, to a new professionalism in ECEC. 
Osgood (2006b, 2010) identifies how the qualities of care and emotional labour are denigrated in 
the dominant discourse of professionalism. She uses a feminist lens to consider why practitioners 
aƌe ͚powerless ͛(2006 p.193) to resist the policy reform they are often opposed to and cites the work 
of Weiler (1988) who explains this powerlessness and passive resistance as ͚the iŶteƌŶalisatioŶ of 
ŵale hegeŵoŶǇ that leads ǁoŵeŶ to deǀalue theiƌ oǁŶ ǁoƌth͛ (Osgood 2006 p.193). This is 
considered in relation to the work of Bourdieu (1992) and his theory of habitus and primary 
conditioning, where the child learns the attitudes, beliefs and behaviours of the group they are born 
into, this is discussed in detail on page (39).  Furthermore, performativity, as described in the 
preceding section appears incompatible with a new professionalism which is exemplified by an ethic 
of care and built on relationships. As Ball (2008) argues, sociability is lost through performativity, and 
an emphasis is placed on managing social relations and viewing them in relation to outcomes. 
Therefore, relationships are only valued for their performative worth. Ball (2008) suggests that this 
can lead to ͚oŶtologiĐal iŶseĐuƌitǇ͛ (p.54), whereby professionals call into question the meaning in 
what they do, and lose sight of what is important in what they do. Performativity is likely to deflect 
attention away from the personal, social and emotional activities underpinning ECEC which have no 
iŵŵediate, peƌfoƌŵatiǀe ǀalue. These aĐtiǀities aƌe the ͚ĐoƌŶeƌstoŶe͛ of the ECEC professional, as 
identified above (Osgood 2006, 2010; Elfer 2007, 2008; Manning Morton 2006). Therefore, the 
͚oŶtologiĐal iŶseĐuƌitǇ͛, described by Ball (2008), may be a significant experience for an EYP; this in 
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turn is likely to make performativity increasingly difficult to resist. Ball (2008) goes onto describe 
peƌfoƌŵatiǀitǇ as ͚a moral system that subverts and re-oƌieŶts us to its eŶds͛ (p.54). He 
acknowledges the masculinisation of the teaching profession through performativity and paints a 
bleak picture of its potential toll on the professional, leaving them stressed, anxious and totally 
changing the way they experience their work and the satisfaction they get from it.  
It may not be possible to resist performativity but Osgood (2010) does suggest it might be subverted, 
in part, by practitioners who continue to care and form relationships with children. This is likely to 
persist because caring for young children brings high levels of satisfaction (Skeggs 1997; Wright 
2011). Performativity is not necessarily viewed by the workforce as such a bleak proposition. 
Oberheumer (2005), writing about professionalisation of the ECEC workforce in Germany, proposes 
that some practitioners welcome the improved status that increased state regulation implies. 
However, she also notes that adhering to a prescribed framework can be at odds with the 
pƌofessioŶal͛s oǁŶ uŶdeƌstaŶdiŶg of plaǇ, leaƌŶiŶg aŶd Đaƌe and this is significant as to care and be 
ĐaƌiŶg is eŵphasised as iŶtegƌal to the pƌaĐtitioŶeƌ͛s identity (Colley 2006; Elfer2007, 2007b).The 
following section looks to the work of Bourdieu (1992, 1977) and Skeggs (1997) to illuminate how 
ĐaƌiŶg ďeĐoŵes eŵďodied iŶ the pƌaĐtitioŶeƌ͛s ideŶtitǇ.   
3.5 Gender, class and caring in early childhood education and care 
For deeper insight and analysis of the workforce the work of Bourdieu (1977, 1992) has been 
significant as has the work of Skeggs (1997) . Her research was conducted within a very different 
policy context; some time before EYPS was introduced. Nevertheless, her work remains relevant to 
this study as it provides a rich and detailed exploration of class and gender in ECEC. This section 
considers, initially, through the work of Bourdieu (1977, 1992) and Skeggs (1997) how class and 
gender are central to the subjective construction of women as carers, and how this leads them into 
the ECEC workforce. It then draws on the work of Wright (2011), Osgood (2006,2 009) Colley (2006) 
and Taggart (2011)to consider how the positioning of caring as the work of working class women 
limits the value and status of working in ECEC, and leaves the workforce open to exploitation. Then a 
contrasting position is considered which shows women exercising agency and making a positive 
choice to work in ECEC.  
Skeggs (1997) draǁs oŶ Bouƌdieu͛s ŵetaphoƌs of Đapital, eĐoŶoŵiĐ, Đultuƌal, soĐial aŶd sǇŵďoliĐ 
because as she argues it ͚pƌoǀides the greatest explanatory power to understand the intersections of 
Đlass aŶd geŶdeƌ iŶ suďjeĐtiǀe pƌoduĐtioŶ͛ (p.7) and, therefore, can be used to explain why women 
continue to work in ECEC with its associated low status and low pay. Skeggs (1997) argues that when 
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we are born we enter an inherited social space from which comes access to and acquisition of 
differential amounts of capital. Social spaĐe ĐaŶ ďe uŶdeƌstood as ƌefeƌƌiŶg to Bouƌdieu͛s ŵodel of 
society which consists of a network of interrelated fields, where a field is a structured system of 
social positions (Jenkins 2002). Positions in each field are determined by virtue of the access they 
afford to the resources (capital) which are available in the field (Skeggs 1997).  Bourdieu (1977) 
suggests a model of class based on the distribution and access to capital and the properties capital 
confers on the holder; the properties being strength, power and consequently profit on the holder. 
Furthermore, gender, class and race provide the relations in which capitals are organised and 
valued. Masculinity and whiteness are valued and can be capitalised on to further the assets already 
held, whilst femininity is not a strong asset to trade and capitalise on (Skeggs 1997). Whilst the 
access to and acquisition of capital is not fixed, those with access to capital exercise power to 
culturally and economically exploit others, limiting their ability to gain capital.  
Skeggs (1997) suggests that for women, particularly working class women, institutionalised caring 
has become a form of feminine cultural capital they can trade although it provides only restricted 
access to potential forms of power. Furthermore, Bourdieu (1992) suggests that the external 
constraints of gender, class and access to and acquisition of capital become embodied; they are 
repeated in the everyday practices of individuals and groups. Bourdieu (1992) explains the 
embodiment of dispositions and classificatory systems as ͚habitus͛ ;p.52); he describes habitus as 
embodied history, and argues that ͚haďitus͛ is iŶteƌŶalised as ͚second nature ͚;p.56) so that practices 
are seemingly autonomous. Habitus is a number of things but can be understood as a product of 
history, a bringing together of individual and group practices. It is a shared body of dispositions and 
is produced and reproduced by everyday practice (Jenkins 1992). Habitus is a product of what 
people do, and in turn practices are the pƌoduĐt of haďitus. Haďitus is the ͚conductorless 
oƌĐhestƌatioŶ ǁhiĐh giǀes ƌegulaƌitǇ, uŶitǇ aŶd sǇsteŵatĐitǇ to the pƌaĐtiĐes of a gƌoup͛ ;Bourdieu 
1992 p.ϱϵͿ. Bouƌdieu ;ϭϵϳϳͿ desĐƌiďes haďitus as a laǁ laid doǁŶ iŶ a peƌsoŶ͛s eaƌliest upďƌiŶgiŶg, 
through the internalisation of the same objective structures, and he argues that individuals carry 
with them at all times their present and past positions in the social structure; in short, it can mean 
͚kŶoǁiŶg oŶe͛s plaĐe͛ ;ϭϵϳϳ p.82). For a practitioner in ECEC ͚kŶoǁiŶg oŶe͛s plaĐe͛ aŶd the haďitus 
they embody has, therefore, largely been determined by class and gender. 
 Bourdieu (1977) wrote that sexual identity is the major element in social identity and the child 
constructs its sexual identity at the same time as it constructs its image of the division of work 
between the sexes. The child uses a socially defined set of biological and social indices. Maternal and 
paternal functions are constituted and domestic duties, including child care, are assigned to the 
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mother. At the same time, mothers are viewed as kinder, more emotional than fathers, and fathers 
as more powerful. This early conditioning may partially explain why the ECEC workforce remains 
overwhelmingly female in 2015. This early conditioning in combination with symbolic violence could 
be a powerful force in making the practitioner ill adapted to professionalisation(Bourdieu1992). 
Bourdieu (1992) offers his theory of symbolic violence which is explained by Jenkins (2002) as ͚the 
imposition of systems of symbolism and meaning i.e culture, upon groups or classes in such a way 
that theǇ aƌe eǆpeƌieŶĐed as legitiŵate͛ (p.104). In this way, power relations are ͚ŵisƌeĐogŶised͛ and 
perceived as legitimate which permits successful imposition and systematic reproduction. The 
exercise of Bourdieu's (1977) symbolic violence, as described by Jenkins (2002), is through three 
types of pedagogic action or education; diffuse education which occurs through social interaction; 
family education; and institutionalised education, for example at school. Pedagogic action reflects 
the interests of dominant groups, in England these are the middle and upper classes. Therefore, 
Skeggs (1997), Osgood (2006) and Colley (2006) argue that it is in the interests of the dominant 
groups for pedagogic actions to continue to direct working class girls into ECEC, and working class 
girls accept this as legitimate because they are conditioned to be caring. 
Women have been positioned historically to the practice of domestic duties and childcare (Wright 
2011, Skeggs 1997), and therefore, working in ECEC presents itself as a natural choice and this 
ĐoŶtiŶues to peƌpetuate ECEC as ǁoŵeŶ͛s ǁoƌk. “oĐietǇ ƌeŵaiŶs uŶeƋuallǇ diǀided oŶ geŶdeƌed 
lines (Wright 2011) and the association of childcare with womeŶ͛s ǁoƌk aŶd as an extension of their 
natural, domestic duties means it has not acquired true economic status (Wright 2011). Therefore, 
women with limited access to capital are further positioned by historical legacies to work in ECEC, 
which limits their acquisition of capital, thus perpetuating the ͚status Ƌuo͛ (Jenkins 2002 p.81). 
 Skeggs (1997) found that the working class women in her study utilised the capital they had access 
to, and this included their femininity, which was inextricably linked to caring. She further suggests 
that these women had little concept of self and that they ͚liǀe ďǇ ĐoŶstƌuĐtiŶg ƌelatioŶships ǁith 
otheƌs͛ (p.162).  Colley (2006) also discovered that it was important to the students in her study to 
ďe ͚ĐaƌiŶg͛, with the best practitioners equated with the most caring. This is echoed in research from 
Denmark, where Olesen (2001) found that practitioners who worked with young children ranked 
being caring and liking work with children as most important. Whilst Stephens (2009) espouses care 
as being a fundamental part of the human condition, it is still predominantly associated with 
ǁoŵeŶ͛s ǁoƌk ǁheŶ liŶked ǁith iŶstitutioŶalised Đaƌe of ǇouŶg ĐhildƌeŶ. Osgood ;ϮϬϬϱ, ϮϬϬϵͿ poiŶts 
out that it is aĐtuallǇ ŵaiŶlǇ ǁoƌkiŶg Đlass ǁoŵeŶ͛s ǁork, and posits that they are a means to enable 
͚ŵiddle Đlass͛ ǁoŵeŶ to go out aŶd do the ƌeal ǁoƌk. The iŶfeƌeŶĐe that ECEC is Ŷot ͚ƌeal ǁoƌk͛, 
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more an extension of natural, maternal duties, legitimises low pay in the sector. Low pay sends a 
powerful message about worth to the practitioners and to society, and reinforces their low status.  
Although low pay and low status are undoubtedly instrumental in rendering the ECEC workforce as 
͚poǁeƌless͛ (Osgood 2005, 2009), the very act of caring, a fundamental part of the human condition, 
plays a part. To care for others and to be perceived as caring are at the core of the ECEC 
pƌaĐtitioŶeƌ͛s ideŶtitǇ ;“keggs ϭϵϵϳ, ColleǇ ϮϬϬϲ, Osgood ϮϬϬϲͿ, so much so that they judge 
themselves and other women as selfish if they put their own self before others. Skeggs (1997) 
discusses the work of Diprose (1984) who describes this as the dispersal of their identity to others. 
This selflessness goes unrewarded in society; it is at best taken for granted, at worst derided. By 
subsuming so much of their identity into being caring, Taggart (2011) argues that practitioners leave 
themselves open to financial and emotional exploitation; for example, Colley (2006) found that the 
practitioners thought their low salaries showed that they really cared. It has emerged in the previous 
section that a caring identity and the practice of caring are deeply embodied in women through 
historical traditions. Caring for young children has low economic value and can leave practitioners 
open to exploitation. However, the work of Wright (2011), considered next, presents something of a 
counter argument to the idea that women who work in the ECEC sector can be represented as an 
homogeneous group of working class women, who are powerless to resist their own need to care 
and the resulting exploitation. 
Wright (2011) suggests that some women make positive choices to work in ECEC. The women in 
Wƌight͛s studǇ iŶtegƌate peƌsoŶal, faŵilial aŶd ǀoĐatioŶal elements to balance the different aspects 
of their lives. In her study of students on a child care diploma course, being a mother is a core facet 
of their identity, and the part time nature of their work in ECEC fits well with this role. Wright (2011) 
draws on her Integrated Lives Theory (Wright 2009), which describes the reciprocal relationships 
involved between work, family, education and community for ECEC practitioners. She describes the 
harmony which can exist between these contexts because the students choose co-realisable 
possibilities, making decisions which keep these elements in balance. Wright (2011) draws on the 
Capability Approach, devised by Sen (1999), which suggests the female practitioners are making 
choices from a range of options, or capability set, which best meets their needs. Wright (2011) uses 
this to explain why she observed high levels of personal satisfaction in her students. Her work does 
not deny that the capability set may be limited by gender or caring responsibilities for their own and 
otheƌ people͛s ĐhildƌeŶ; hoǁeǀeƌ, Wright (2011) argues that they make the choices willingly.    
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It is not my intent to set the work of Wright (2011) in opposition to that of Skeggs (1997), Colley 
(2006) and Osgood (2005, 2009) who suggest that the women in their studies had little choice but to 
work in ECEC. However, Wright (2011), unlike these authors, suggests that ECEC was not the only 
occupation open to the women in her study. For many, particularly the women who had children, it 
suited their immediate needs and opened up further opportunities for those who chose to seek 
them out. Nevertheless, Wƌight͛s ;ϮϬϭϭͿ use of the CapaďilitǇ AppƌoaĐh eĐhoes “kegg͛s ;ϭϵϵϳͿ 
analysis which described the women in her study as utilising the capital they had access to.  It seems 
that the women in both studies were making the best of what was available to them, and it is clear, 
in the work of all these writers (Wright 2011, Skeggs 1997, Colley 2006 and Osgood 2009), that the 
skills associated with ECEC are not adequately recompensed, and that caring for others can lead to 
exploitation of the carer.   However, Wright (2011) wonders if, in the longer historical perspective, 
working in ECEC might be viewed as emancipative rather than exploitative for women. She points 
out that educating women as governesses and teachers, in the nineteenth and twentieth centuries, 
offered them education and financial independence when they previously had none. In addition, 
teacher training in the Kindergarten movement, which began in the 1860s, was seen to be enlarging 
ǁoŵeŶ͛s fuŶdaŵeŶtal ƌights. Moving forward into the 1960s, the Pre-school Learning Alliance 
offered specialised training and job opportunities to parents, enabling mothers with young children 
to enter part time work (Wright 2011). 
In summary it has been suggested that a caring identity is deeply embodied in women through 
historical tradition and that the institutionalised care of children has little economic value. 
Nevertheless for some women working in ECEC is a positive choice which allows them to balance the 
different aspects of their lives. It is not clear yet if, in the longer term historical perspective, working 
in ECEC will be considered emancipative or oppressive to women. The following section explores 
other dilemmas related to professionalisation in ECEC. 
3.6 Dilemmas of professionalisation 
Much of the research referred to in the last section (Skeggs 1997, Colley 2006) was conducted 
before the introduction of EYPS in 2006. There was very little expectation in this period that working 
in ECEC, unless you were a teacher, would ever require degree level qualifications, and be 
ĐoŶsideƌed a pƌofessioŶ. EYP“ ǁas iŶtƌoduĐed iŶ ϮϬϬϲ as paƌt of the Laďouƌ GoǀeƌŶŵeŶt͛s aŵďitious 
and far reaching ECEC policy, which was central to their wider social justice agenda (Pugh 2014). 
Much of the policy agenda impacted on women, potentially increasing their access to educational 
and economic capital, which in turn, it was hoped, would impact favourably on children. There was 
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much in common in this policy with developments in Germany, where the first BA courses in 
pedagogy in early childhood were launched in 2003 (Hohmann 2007). However, as research by 
Theobald (2003) into professionalisation of care for the elderly in both Sweden and Germany has 
revealed, there have been a number of unforeseen and unintended consequences of such 
developments. In both Sweden and Germany, social care is predominantly the preserve of low and 
middle qualified females. Theobald (2003) reports that, in both countries, instead of reducing 
inequalities, professionalisation has in fact increased inequality by restricting accessibility to services 
of care receivers and increasing labour market problems for less qualified workers. Therefore, it is 
possible that professionalisation of the ECEC workforce could lead to greater inequalities for women 
and children. 
The government in England also wanted to emulate the German framework in order to attract more 
men into the workforce. As Hohmann (2007) points out, more men did enter the system in Germany 
to qualify as social pedagogues but most did not choose to work with young children, preferring to 
work with school aged children or adults. It is not clear how attracting more men into the workforce 
would reduce inequalities for women, especially as Osgood (2006) points out most men in the 
ǁoƌkfoƌĐe appeaƌ to oĐĐupǇ positioŶs of higheƌ status. ToŵliŶsoŶ ;ϮϬϭϯͿ states that ͚it would appear 
that professionalising the early years workforce by means of education has proved unsuccessful in 
the ŵaiŶ͛ (p.24) and has been particularly unsuccessful in attracting more men into the sector.  
Cameron, Moss and Owens (1999) found that the feminised traditions based on a motherhood 
model found in nurseries excluded men, even when they were overtly welcomed. They also found 
that gender issues were rarely discussed, hidden in a discourse of individuality. Even in societies 
which are considered to have higher levels of equality in working life, as in Sweden, only three 
percent of the ECEC workforce is male (Persson and Broman 2014). The contemporary Swedish 
model of ECEC is often held up as good model and was built around the principle of equality. The 
state took over training of preschool teachers in the 1960s and Persson and Broman (2014) suggest 
it was an early and highly explicit professionalisation strategy. Nevertheless, this strategy has been 
unable to alter the gendered occupational structure of the workforce. Men have entered the 
workforce in Sweden but Persson and Broman (2014) argue that they occupy leading positions in 
colleges and elsewhere, rather than caring for children.   
Even though men can be very successful and achieve positions of power in ECEC, the feminised 
nature of the workforce may indirectly exclude them and it could be argued that the low status, and 
low pay in the sector does not make ECEC attractive to men. Tomlinson (2013) also offers another 
explanation for the lack of success in attracting men into the workforce, arguing that ECEC policy still 
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remains disconnected from education policy as a whole; this is despite the recognition that what 
happens in the early years has a significant impact on later years. According to Tomlinson (2013), the 
lack of success in professionalising the sector and attracting more men should not be a surprise 
given that the professionalisation of teachers has not been resolved in over a hundred years, and 
she also points out that teaching has a significant bias towards female teachers. In considering the 
dilemmas of professionalisation it appears that it has not reduced the gender imbalance in the 
workforce although some men have achieved positions of power in the sector. It is also possible in 
the longer term that professionalisation in ECEC could increase the cost of high quality childcare 
reducing accessibility to service users as seen in Germany and Sweden. 
Jenkins (1992) argues that habitus can be transformed by changing circumstances and 
professionalisation is a considerable change to the social field occupied by the ECEC workforce. 
Barnett (2008) also argues that the availability of, and access to social, cultural and economic capital 
has changed through the enormous increase in the access to knowledge particularly through the 
internet.  Whilst some individual professionals working in ECEC might gain access to enhanced 
opportunities for better pay and working conditions, as a result of changes to the social field, others 
may not, because, as Pugh (2014) asserts, the challenge of remunerating professionals in ECEC 
remains, as discussed in chapter 2. Therefore, in the short term it seems that external changes to the 
social field are unlikely to bring sustained access to new capital which will be enough to outweigh 
͚the persistence of the effects of primary conditioning͛ ;Bouƌdieu ϭϵϵϮ p.62). Some in the ECEC 
workforce may benefit from professionalisation however the literature suggests that 
professionalisation may not be uniformly welcomed by the workforce. As Skeggs (1997) found in her 
study, there was considerable antipathy towards the women who 'got above themselves' (p.78). Also 
professionalisation might jeopaƌdise soŵe of the ǁoŵeŶ iŶ Wƌight͛s ;ϮϬϭϭͿ studǇ, ǁho ŵaiŶtaiŶ 
balance in their lives by working part time, and have limited professional aspirations. They could face 
being left behind or feel coerced into higher level study and more demanding job roles. It is entirely 
possible that some practitioners in ECEC may find themselves ill-adapted to professionalisation 
(Bourdieu 1992), this is considered further as part of the discussion of symbolic violence on page 
(40).  
An additional dilemma challenging professionalisation in ECEC is the strength of support from 
significant stakeholders. Whitty (2008) argues that recognition as a professional increasingly relies 
oŶ the ͚ďaƌgaiŶ͛(p.32) struck with the state, known as the professional mandate, as well as 
acceptance by society and stakeholders. Tomlinson (2013) suggests that support for 
professionalisation in ECEC is fragile and the findings of Mathers et al. (2011)lend support to this 
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argument as they found that overwhelmingly parents did not consider staff qualifications when 
choosing childcare. If there is any suggestion that an EYP is likely to add even more to the cost of 
ECEC, then acceptance and support by society, and stakeholders could be withdrawn. Therefore, it is 
just possible, if rather perverse, that performativity, might, in the short term at least, rescue the 
government project of professionalisation of the workforce.  Whitty (2008) argues that 
aĐĐouŶtaďilitǇ thƌough ŵeetiŶg taƌgets stƌeŶgtheŶs the ͚pƌofessioŶal ŵaŶdate͛ (p.32) and is a 
characteristic of  professional identity. 
The following section considers a range of international approaches to professionalisation in ECEC . 
Extending the scope of the literature to include these perspectives further supports critical 
understanding of professionalisation of ECEC in the English context. 
3.7 International perspectives on professionalisation in early childhood education and 
care 
 It is not just in England that a complex and evolving policy framework influences the development 
of ECEC. Campbell-Barr et al. (2015) point out that across the globe there is increased interest and 
investment in ECEC. Increasingly international governments recognise the value of early education 
aŶd Đaƌe iŶ suppoƌtiŶg ĐhildƌeŶ͛s deǀelopŵeŶt aŶd also iŶ suppoƌtiŶg paƌeŶtal eŵployment. 
Campbell Barr et al. (2015) also state there is increasing international recognition that quality of the 
service matters and there is particular interest in the quality, and qualifications of the workforce 
which is delivering ECEC. The OECD (2012) suggests that internationally higher qualifications are 
found to be strongly associated with better child outcomes but, where the remit for early education 
and care is split, different standards are set for staff qualification levels. The OECD (2012) found that, 
generally, practitioners associated with delivering early education, such as pre-school teachers, had 
higher initial qualifications than care staff. They also found that more professional development 
opportunities are available for teachers than care staff. The work of the OECD (2012), therefore, 
appears to show that it is a widely held view internationally that educating young children is distinct 
from caring for young children and that it requires higher levels of knowledge and skill. Consequently 
the OECD (2012) recommends that there is a need for governments to think beyond curriculum 
dichotomies and this should be extended to the split between education and care. There has been 
some attempt in England to unify care and education through the introduction of EYFS; however, 
Moss (2014) argues the split persists. 
Whilst International policy developments in ECEC show that  there are contrasting ideas around the 
nature of the ECEC workforce, Campbell-Barr et al. (2015) argue that in many countries decisions 
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about the skill set required for working in ECEC have become a top down political process, 
embedded in increasingly bureaucratic procedures. The inclusion of a range of international 
perspectives on ECEC should lead to a more in depth critical understanding of professionalisation 
and what the future might hold for the workforce in England. 
Vrinioti (2013) draws our attention to the Bologna Process in 1999 as the catalyst to improving the 
education of early childhood workers across Europe. This trend follows the common and widely 
accepted assumption that preschool education is the basis for lifelong learning and that preschool 
education, as highlighted in the PISA Study of 2001, had failed to instil positive attitudes to learning 
in the fifteen year old students surveyed (Vrinioti 2013). Therefore, in order to improve the 
preschool system, priority was placed on improving the education of early childhood workers and 
this is an ongoing process in many countries at the current time (Campell-Barr and Georgeson 2015).  
It is not possible within the confines of this review to discuss the varied approaches adopted by all 
the different countries to the education and training of early childhood workers; however, the 
literature reviewed does include examples from Germany, Greece, Italy and New Zealand. Moss 
(2000) reminds us that the approach of each country is developed in line with their dominant 
constructions of young children and of early childhood workers, and also that each country has 
different systems of provision for ECEC; hence there are no universally recognised standards defining 
professional competence in this field. Nevertheless, Vrinioti (2013) suggests that early childhood 
workers in contemporary societies are confronted with common problems, leading to similar themes 
emerging in ECEC, with consequences for professional education and training. This includes 
iŶĐƌeased eŵphasis oŶ ĐogŶitiǀe leaƌŶiŶg, laŶguage aĐƋuisitioŶ, sǇsteŵatiĐ assessŵeŶt of ĐhildƌeŶ͛s 
learning and development, intensive cooperatioŶ ǁith paƌeŶts, aŶd ĐhildƌeŶ͛s ƌights. Vrinioti (2013) 
argues that, whilst such themes can be used as criteria to develop education and training for early 
Đhildhood ǁoƌkeƌs, pƌofessioŶal ĐoŵpeteŶĐe should also iŶĐlude ͚critical reflection upon the 
conditioŶs uŶdeƌ ǁhiĐh pƌofessioŶal kŶoǁledge is applied͛ (p.153).  Vrinioti (2013) does not identify 
leadership as one of the emerging themes or criteria which might be used to develop training for the 
professional in ECEC but does align professional competence with reflection. The process of 
reflection can be closely associated with changes and improvements to practice which resonates 
with the EYP as a change agent.  However, Reardon(2013) identifies that in England there is an 
expectation that professional competence in ECEC includes leading the practice of others. 
In Italy ECEC is provided within a split system, with distinct services for the under threes and for 
children aged three to six, and the initial professional preparation, qualification requirements and 
status vary in relation to the age group practitioners work with (Lazzari et al. 2013). Lazzari et al. 
48 
 
(2013) explain that the Educatori (practitioners working with the under threes) do not have a 
defined professional profile but most regional laws do require them to hold a degree at tertiary level 
(three years). The Insegnanti (teachers working with children aged three to six years) are required to 
hold a five year university degree that qualifies them for pre-primary and primary school teaching. 
Therefore, parity exists between practitioners working in services for three to six year olds and 
primary school teachers, but not with those practitioners working with the under threes. The 
different qualification requirements have resulted in different working conditions and a significant 
gap in status across the ECEC sector in Italy. This gap is increasingly affecting the working 
relationships between Educatori and Insegnanti (Lazzari et al. 2013).  Roberts-Holmes (2013) writing 
about the ECEC workforce in England exposes a similar gap. Pointing out that, despite the fact that 
EYPs and qualified teachers implement the same unified foundation stage curriculum, their pay and 
conditions continue to represent the historic split between education and care and this could, as in 
Italy, affect the working relationship between these practitioners. Furthermore, the gap in pay and 
conditions signifies the gap in status and power and signals that the EYP is not equal to the teaching 
professional. 
 Vrinioti (2013) argues that In Greece there is also a split system of care and education. Some 
Universities have been offering academic studies for pre-school pedagogues for more than 25 years 
but the focus is normally on working with children aged between four and six years. Crucially the 
education of those students aiming to work with pre-schoolers in some parts of Greece is very 
different to that of students being educated for primary and secondary teaching, possibly 
intensifying the divide between practitioners working in the preschool sector and later sectors of 
education (Vrinioti 2013). Vrinioti (2013) also argues that in some parts of the Greek higher 
education system, the programme of academic studies has not adapted to deal with childcare and 
education in contemporary society.  
In contrast the University of Bremen is taking the lead in offering a Bachelor degree which qualifies 
graduates for work in primary schools and early childhood education. This reflects the integrated 
care and education system offered in parts of Germany and in contrast with the split systems of 
Greece and Italy,  (Vrinioti 2013). Whilst the degree in the University of Bremen was only launched in 
2005, Vrinioti (2013) argues that it should improve the status of practitioners working with 
preschoolers (ages three to six years). It is important to acknowledge that Vrinioti (2013) is only 
reporting on a small study based in Thessalonica in Greece and Bremen in Germany and it cannot 
represent each country as a whole. Hohmann  (2014) reports that more generally in Germany there 
have been some reforms of the training and education of the ECEC workforce with the introduction 
49 
 
of degree level courses for Childhood Pedagogues or Early Pedagogues. She points out that the 
introduction of these courses led to concerns in Germany that higher qualifications would lead the 
workforce to expect new roles within ECEC and to have higher income expectations. Hohmann 
(2014) states that, although it is too soon to know if the integration of the new pedagogues into the 
ECEC landscape has worked, if they cannot achieve higher salaries, they will choose to work in areas 
other than ECEC. Hohmann (2014) also explains that employers often lack information about the 
qualification. Additionally although both Greece and Germany have established programmes which 
aƌe ĐoŶtƌiďutiŶg to the EuƌopeaŶ poliĐǇ staƌted iŶ the BologŶa PƌoĐess of iŵpƌoǀiŶg ͚professional 
pƌepaƌatioŶ foƌ ǁoƌk iŶ eaƌlǇ Đhildhood settiŶgs͛ (Vrinioti 2013 p.161), it is noticeable that, unlike 
EYPS, professional preparation in Greece and Germany does not always include practice with 
children under three. 
 The increasing professionalisation of the ECEC sector (Dalli 2008) is not confined to Europe, and 
policy initiatives to improve the quality of education and care through workforce development have 
been ongoing in New Zealand since 1986 (Cherrington and Thornton 2013). Dalli (2008) points out 
that EŶglaŶd looked to Neǁ )ealaŶd as oŶe of the ĐouŶtƌǇ͛s leadiŶg the ǁaǇ iŶ ĐƌeatiŶg a 
professionalised workforce for ECEC. Diverse provision exists at service level in New Zealand and 
settings are licensed as either teacher led or parent led. Parent led services are predominantly play 
centres or Maori language nests and teacher led services include kindergartens, education and care 
services and home based services (Cherrington and Thornton 2013). There is no separation between 
care and education and the Early Childhood Education (ECE) Strategic Plan 2002 introduced the 
requirement for 100% registered teachers in teacher led services by 2012; however, this target has 
since been revised to 80% (Cherrington and Thornton 2013). Ostensibly there appears to be parity 
between early childhood teachers and primary teachers in New Zealand; however, starting salaries 
for kindergarten teachers (early childhood teachers) appear to be lower at thirty five thousand New 
Zealand Dollars ($35K) rather than forty six thousand New Zealand Dollars for primary teachers 
($46K ). The difference in salary might be because it is possible to become a qualified kindergarten 
teacher with a diploma rather than a full Bachelor degree, and kindergarten teachers are more likely 
to be employed in the private sector (Ministry of Education New Zealand 2014).Internationally there 
are moves towards raising the levels of qualification of the ECEC workforce and as Hordern (2013) 
argues this can be seen as leading to semi-professionalism in the early childhood sector across a 
range of countries. However, as Vrinioti (2013) and Lazzari et al. (2013) suggest, it appears that 
practitioners, even if they are described as teachers, working in ECEC across a range of countries, 
enjoy less prestige and often lower salaries than those in the more established teaching profession. 
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Vandenbroeck et.al. (2013) criticise an imposed model of professionalism as seen in England and 
across a range of countries. They argue that that the transnational framework of competencies, 
argued for in the Bologna declaration, lead to a narrow technical professionalism, rather than a 
reflective professionalism. Hordern (2013) also argues that when practitioners lack control over the 
body of knowledge that defines their practice, and the pace of reform, this leads to ongoing 
dependence on government and the more dominant ͚ǁelfaƌe pƌofessioŶs suĐh as teaĐhiŶg aŶd soĐial 
ǁoƌk foƌ ǀalidatioŶ of this ŵodel of pƌofessioŶalisŵ͛ (p.107).  
Vandenbroeck et al. (2013) suggest that the international consensus for professionalisation has not 
prevailed everywhere and, in England, Payler and Locke (2013) found that there are practitioners 
who have formed negative opinions of the policy to professionalise the workforce. They concluded 
that the rationale for change was not understood and confusion surrounded the role of the EYP. The 
participants in their study felt that raising the status of the workforce might undermine the 
vocational nature of work with young children and undermine existing, experienced leaders and 
managers (Payler and Locke 2013).  Locating EYPS predominantly in the PVI sector has positioned it 
almost entirely in opposition to existing teaching qualifications and inadvertently strengthened the 
traditional division between the PVI sector and the maintained sector (Roberts-Holmes 2013).  
This review of some international perspectives of professionalisation in ECEC shows that it is 
progressing across a range of countries including Italy, Germany, Greece, New Zealand and England. 
It appears that in most of the countries featured in this discussion disparity between education and 
care persists and this leads to a lack of parity in pay, and in levels of training between those working 
in education and those caring for young children. The following section turns the focus of this review 
to considering the role of the professional as a leader of practice and change agent.  
3.8 The Early Years Professional as leader and change agent 
As the previous sections in this review explain, professionalisation of the ECEC workforce in England 
is beset by philosophical and practical uncertainties and challenges. It has also been highlighted that 
the journey from practitioner in ECEC to professional in ECEC might be problematic. In the workplace 
the EYP, must consider their role as a leader and change agent as Roberts-Holmes (2013) points out 
͚the central role of an EYP is to lead practice in the workplace with the aim of inspiring other early 
Ǉeaƌ͛s pƌaĐtitioŶeƌs aƌouŶd theŵ; theǇ aƌe eŶǀisaged as ĐhaŶge ageŶts͛. (p.341) 
Thus, EYPs are designated as purely pedagogic leaders with no direct association with management. 
However, this designation as pedagogic leader is problematic because the term, as Heikka and 
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Waniganayake (2011) point out, is not uniformly understood and it can be associated with a specific 
role, function or style of leadership. Furthermore, in practice, leadership and management are often 
interwoven, ͚eŶĐouƌagiŶg the ǀieǁ that leadeƌship is the eǆĐlusiǀe doŵaiŶ of oŶe peƌsoŶ͛ (Jones and 
Pound 2008 p.9), usually the person in a position of power. This section begins with an outline of 
some of the ways in which leadership has been theorised and draws on some international 
perspectives to gain a deeper understanding of how leadership in ECEC in England has been 
conceptualised.  As Murray and McDowall Clark (2013) write, there is confusion and disunity about 
what constitutes leadership in ECEC and this is also discussed in the following section. 
Coleman and Earley (2005) identify a number of ways in which leadership has been theorised which 
include: 
1. Focusing on the qualities or traits of the individual as leader. 
2. Seeing leadership as contextual and dependent on followers, and leaders as working in a 
particular context. 
3. Considering Leadeƌship as ďeiŶg shaƌed oƌ ͚distƌiďuted͛ thƌoughout aŶ oƌgaŶisatioŶ. 
4. The extent to which leaders focus on people or task achievement 
5. Leadership styles associated with gender. 
6. Leadership which emphasises the importance of emotions and emotional intelligence.  
Coleman and Earley (2005) suggest that these basic ways of theorising leadership underpin current 
theories about styles of leadership which are prevalent in education today, and they argue that it is 
possible to understand each style in terms of influence, in terms of ͚who is exerting it; what it is 
eǆeƌted foƌ; aŶd ǁhat aƌe its outĐoŵes͛ (p. 14).  In the formation of EYPS CWDC built upon the 
findings from EPPE and also the study into the Effective Leadership in the Early Years Sector (ELEYS) 
by Siraj Blatchford and Manni (2006) and their findings suggested that leadership, particularly 
leadership for learning, appeared to enhance later outcomes for children. This led to EYPS being 
inextricably linked with leadership.  
Dalli (2008) argues that ideas from professionalisation in ECEC in New Zealand have influenced 
professionalisation in England, and this extends to ideas about the role of the professional as a 
leader of practice. In New Zealand, the Education Reform Office (ERO) (2015) reported on quality in 
early childhood services and on reviewing leadership concluded that  
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High quality services have leaders who are inspirational, enthusiastic and innovative thinkers. 
These leaders manage change effectively, motivate others to make change and have a good 
awareness of pacing change that leads to improved quality. (p.6) 
The report also goes on to acknowledge that the emerging discourse in early childhood in New 
Zealand focuses on pedagogical leadership, where the focus is on high quality teaching and learning 
and it iŶǀolǀes ͚change conversations͛ (p.17) within the workplace. ERO (2012) identify  four 
overarching principles of pedagogical leadership and the key assumption of these principles is the 
͚ĐhaŶge ageŶt͛ oƌ ĐoŶtiŶuous iŵpƌoǀeŵeŶt diŵeŶsioŶs of the ǁoƌk. 
The four overarching implementation principles of pedagogical leadership identified by ERO (2012 
p.17) are that it: 
 has staff with credibility and expertise  is ethical, creative, strategic and focused on improvement  uses effective professional learning and development processes  should be part of an effective set of networks. 
 
Internationally, Roberts-Holmes (2013), in England, Cecchin (2009b), in Denmark, and Coughlin and 
Baird (2013), in Ontario, add weight to the emerging discourse on pedagogical leadership, with all in 
agreement that the pedagogical leader is a change agent. Cecchin (2009b) describes the pedagogical 
leader as being able to influence the common professional thinking and practices of the setting. She 
also emphasises the relational dimensions of pedagogical leadership and points out that these 
relationships are complex and fluid, and that they can lead to conflict.  
Leadership is part of manageŵeŶt ďut ͚pedagogiĐ leadeƌship͛ suggests a ďƌeak fƌoŵ the tƌaditioŶal 
associations of leadership with power, authority and hierarchy. Coughlin and Baird (2013) describe 
the pedagogiĐal leadeƌ as iŶdiǀiduals ǁho see theŵselǀes as ͚partners, facilitators, observers and co-
leaƌŶeƌs͛ (p.1). This suggests that there can be many pedagogical leaders in a setting, a principle 
endorsed by Nutbrown (2012). She calls for all practitioners, regardless of qualification, to be 
capable of demonstrating some pedagogical leadership, suggesting coexistence of pedagogical and 
organisational leadership. Coleman and Earley (2005) describe the growing belief that leadership, 
particularly in education, should and can be shared throughout an organisation. This resonates with 
Jones and Pound (2008) and Nutbrown (2012) who make the point that distributed leadership is 
becoming increasingly important in ECEC. Distributed leadership may take a variety of forms but, in 
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short, ͚the role of leaders is seen to be evolving into leading otheƌs to lead theŵselǀes͛ (Jones and 
Pound 2008 p.48). It could be argued that this style of leadership is particularly suitable to ECEC with 
its highly feminised workforce, as the approach is based on collaboration and power sharing, 
stereotypically feminine leadership traits which emphasise relationships and privilege democracy 
(Hard and Jonsdottir 2013).  Although Rodd (2006) indicates that ECEC practitioners may prefer this 
style of leadership, in practice masculine associations of leadership with power and control are 
difficult to dislodge. Furthermore, Aubrey et al. (2012) found, in their investigation of early 
childhood leadership, that in the PVI sector leaders spent much of their day engaged in general 
administrative and managerial tasks, leaving little time to focus on practice. The participants in 
AuďƌeǇ et al.͛s ;ϮϬϭϮͿ studǇ also desĐƌiďed theiƌ oƌgaŶisatioŶs as hieƌaƌĐhiĐal iŶ stƌuĐtuƌe, ǁith 
stƌategiĐ deĐisioŶ ŵakiŶg takiŶg plaĐe at the ͚top͛, although theƌe ǁas a stƌoŶg seŶse of ĐollegialitǇ 
and pooling of initiative observed by the researchers. Aubrey et al. (2012) suggest that it is possible 
for a distributive model of leadership to emerge from a group working together in this way, although 
JoŶes aŶd PouŶd ;ϮϬϬϴͿ, state that ͚ideally distributed leadership should be the result of conscious 
aŶd deliďeƌate aĐtioŶ ďǇ the desigŶated leadeƌ͛ (p.49).  
The original standards for EYPS defined the leadership role as,  
catalysts for change and innovation: they are key to raising the quality of early years 
pƌoǀisioŶ aŶd theǇ eǆeƌĐise leadeƌship iŶ ŵakiŶg a positiǀe diffeƌeŶĐe to ĐhildƌeŶ͛s ǁell ďeiŶg, 
learning and development. (CWDC 2010 p.17) 
The same standards acknowledged that what this leadership entails will vary from setting to setting. 
Nevertheless, the eǆpeĐtatioŶ is that EYPs ǁill ďe ͚ĐhaŶge ageŶts͛ (CWDC 2010 p.16) and might be 
described as transformational leaders. Coleman and Earley (2005) state that transformational 
leaders are role models and they demonstrate high standards of ethical and moral conduct. 
Furthermore, they inspire their followers and encourage innovation and creativity by questioning 
the existing state. There is an emphasis on development including individual staff development 
through coaching and mentoring.  
Hadfield et al. (2012) developed an EYP ĐeŶtƌiĐ ŵodel oƌ ͚ďottoŵ up ŵodel͛ (p.13) which emphasises 
aspects of practice the EYP can influence regardless of their position in the leadership structure of 
the setting. This practice leadership encapsulates improvement activities, led by an EYP, which focus 
on improving process quality. This model recognises that improvement activities are bounded by 
wider structural issues which the EYP may or may not be able to influence (Hadfield et al. 2012).  The 
practice leadership of the EYP is limited but it is also potentially enhanced by structural factors such 
54 
 
as staff ratios, levels of staff qualifications, funding for equipment and working conditions. 
Ultimately, Hadfield et al. (2012) suggest that this model allows the influence and effectiveness of 
the EYP to be measured objectively over time and to be differentiated from organisational 
leadership. 
Heikka and Waniganayake (2011) add to the debate about the most effective type of leadership in 
ECEC. They argue that leadership in ECEC combines pedagogical leadership and distributed forms of 
leadership. They suggest that early childhood leaders are responsible for creating a community that 
fosteƌs leaƌŶiŶg aŶd ĐoŵŵuŶiĐatioŶ. This ƌesoŶates ǁith Oďeƌhueŵeƌ͛s ;ϮϬϬϱͿ idea of paƌtiĐipatiǀe 
or democratic professionalism, which seeks to empower through co-construction of learning. 
Murray and McDowall Clark (2013) argue that the introduction of EYPS has provided an opportunity 
for a more inclusive and participative leadership perspective and the participants in their study 
suggest that a participative style, underpinned by the caring purpose central to ECEC, is possible. 
However, Murray and McDowall Clark (2013) also caution that the impetus for a more participative 
style of leadership, started with EYPS, could be jeopardised by EYTS. It is possible that, in the longer 
term, the introduction of EYPS and EYTS could reinforce the dependency culture created when 
leadership is seen as residing in nominated individuals. Nevertheless, participative styles of 
leadership have been shown to be effective in improving quality in ECEC as shown in the research of 
Siraj-Blatchford and Manni (2006). Furthermore, research by Hadfield et al. (2012) shows that EYPs 
can be instrumental in improving outcomes, particularly, for children aged three to five years. 
However, 67% percent of the participants in this study already held a position of authority in their 
setting, including as owners and managers of a setting (34%) or as middle managers, for example 
room leaders (33%). Therefore, whilst the models of leaderships discussed so far focus on the leader 
relying on influence rather than authority, the findings from the Hadfield et al. (2012) study have not 
resolved the key debate in respect of the extent to which a formal position of power and authority is 
required to implement change. 
The attitude to and the exercise of power in leadership in ECEC as discussed in the previous section 
is complex. Hard and Jonsdottir (2013) describe the highly feminised nature of the workforce as 
ĐƌeatiŶg a ǁoƌkplaĐe Đultuƌe ǁithiŶ a ͚disĐouƌse of ŶiĐeŶess͛ (p.319). 'Niceness' is entwined with the 
expectation and ethic of care which then prevails into an expectation of intra-staff behaviours. Hard 
and Jonsdottir (2013) found in their study that the ͚discourse of niceness͛ led to pƌoďleŵs of 
leadership enactment. An attempt to be collaborative stifled difference, leading to conformity and a 
lack of discussion about difference in order to avoid conflict. Paradoxically, this led to behaviours 
which they describe as ͚hoƌizoŶtal ǀioleŶĐe͛ (p.ϯϭϳͿ, defiŶed as ͚psǇĐhologiĐal haƌassŵeŶt͛ which can 
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include verbal abuse, humiliation, excessive criticism, exclusion and denial of access to opportunity, 
as well as discouragement, disinterest and withholding of information. This is in stark contrast to the 
͚disĐouƌse of ŶiĐeŶess͛ ďut deŵoŶstƌates fƌustƌatioŶ iŶ the ǁoƌkfoƌĐe ǁith the aǀoidaŶĐe of deďate 
and open discussion around leadership and power (Hard and Jonsdottir 2013). In addition 
conformity in leadership and practice is likely to stifle change and improvements to care and 
education which is somewhat at odds with the role of the EYP as change agent and where this 
discussion began.  
McDowall-Clark (2012) offers an alternative and, perhaps, more optimistic view of the enactment of 
leadership by an EYP to that described by Hard and Jonsdottir (2013).  She describes an informal, 
emergent leadership style, catalytic leadership, which is distinguished from more common concepts 
of leadership as it is supportive and non-confrontational because the EYP is a catalyst bringing about 
change through small, incremental steps.  In this model of catalytic leadership, change is not 
depeŶdeŶt oŶ the EYP haǀiŶg authoƌitǇ, ďut iŶflueŶĐe aŶd ͚change surfaces through recognition of 
possiďilities ƌatheƌ thaŶ ďeiŶg eŶfoƌĐed fƌoŵ aďoǀe͛ (McDowall-Clark 2012 p.398). Perhaps this 
informal style, which brings about small changes, does aǀoid ͚hoƌizoŶtal ǀioleŶĐe͛ aŶd, as McDowall-
Clark (2012) states, ͚fits ǁell ǁithiŶ the ŵoƌal puƌpose aŶd eǆpliĐit ǀalue ďase of eaƌlǇ Ǉeaƌs͛ (p.399). 
Whilst this approach to leadership is attractive because it seems to be a realistic and non-
confrontational fit with practice in ECEC, catalytic leadership might also be slow at bringing about 
meaningful change to practice. If the changes are small, incremental and slow they may have little 
impact on the outcomes of children who are attending the setting for a relatively short period of 
time.  
Whilst there are a range of styles and models of leadership possible in ECEC, as set out above, 
success as a leader can be elusive. This is because leadership does not take place in a vacuum but is 
set in a social, cultural and organisational context (Bolman and Deal 2013).  Bolman and Deal (2013), 
suggest that successful leadership can be facilitated through understanding how organisations work 
so that the leadership role can fit the setting, rather than a one size fits all approach. This is useful 
when theorising leadership in ECEC as there are a range of different types of organisations within the 
PVI sector, a shifting policy framework and a changing social and cultural context. Leadership in ECEC 
must be fit for purpose but also capable of withstanding change and be able to make sense of 
rapidly shifting events and policy (McDowall-Clark and Murray 2012). 
 Bolman and Deal (2013) suggest that we carry mental models or frames in our head, that is a set of 
ideas and assumptions which help us understand a particular territory, in this instance the 
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organisation. They further suggest that it is necessary to use multiple frames, to re-frame and seek 
alternative perspectives to gain a better understanding of an organisation. They have identified four 
frames from the literature on leadership in organisations; these are the structural, human resource, 
political and symbolic frame and they are explained in the following section. 
3.8.1The structural frame 
The structural frame depicts a rational world and treats an organisation as a factory (Bolman and 
Deal 2013). This frame emphasises organisational architecture, including how the organisation 
allocates responsibilities, and the rules, policies, systems and hierarchies created to coordinate the 
activities of the organisation. One of the central assumptions underpinning the structural frame is 
that, if formal roles and responsibilities are suitably allocated, peoples͛ peƌfoƌŵaŶĐe ǁill ďe 
maximised. Simpson (2010) and Payler and Locke (2013) found that considerable confusion exists 
around the role of the EYP, and, as Bolman and Deal (2013) assert, problems occur when 
organisational structure does not fit well with current circumstances. Bolman and Deal (2013) 
suggest that there is no such thing as an ideal structure and in every organisation the structure must 
evolve to fit the circumstances.  
 The structural frame looks beyond individuals to examine the organisational architecture at work 
and Bolman and Deal (2013) state that if structure is overlooked an organisation often misdirects 
energy and resources. They suggest that a team structure emphasising hierarchy and  top down 
control works well for simple, stable tasks, but during times of change, such as the introduction of an 
EYP, the structure of the organisation must also change to develop lateral forms of communication 
and coordination. The following section turns to the human resource frame which in contrast, to the 
structural frame, focuses on what organisations and people do to and for one another.  
3.8.2 The human resource frame 
Bolman and Deal (2013) state that the human resource frame views the organisation as an extended 
family. However, individuals and groups within an organisation have different needs and will often 
compete for power and resources which can cause conflict. The most successful organisations do a 
better job of responding to the needs of both employees and customers and, through the lens of the 
human resource frame, ǁe aƌe ƌeŵiŶded that people ǁaŶt thiŶgs that go ͚ďeǇoŶd ŵoŶeǇ͛ (p.120) 
from their work. Bolman and Deal (2013) suggest that viewed through the human resource frame 
the key challenge is for organisations to find ways for individuals with all their limitations to get the 
job done, whilst feeling good about themselves. There are a range of motivational strategies which 
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can be implemented to strengthen the bond between the individual and the organisation such as job 
security, paying well and training. Other strategies seek to empower staff through participation, job 
enrichment and egalitarianism but, as Bolman and Deal (2013) point out, ͚broader, more egalitarian 
shaƌiŶg of poǁeƌ is ƌesisted ǁoƌldǁide͛ (p.153). Furthermore, they suggest that managerial skills and 
understanding can be in short supply and, when managers are unable to handle the social, economic 
and practical elements of change, they revert to self protection. For an EYP to succeed when the 
manager feels vulnerable, for the reasons suggested by Bolman and Deal (2013) they will require 
political skills such as bargaining, negotiation and compromise; this leads into the political frame. 
3.8.3The political frame 
Rather than viewing the organisation as a family, the political frame, as outlined by Bolman and Deal 
(2013) views the organisation as a jungle and is concerned with organisational politics, conflict, 
coalitions and power. For a sector with such a gendered workforce, which is imbued with and 
dependent upon the cultural stereotypes of women as caring and nurturing, there may be some 
reluctance to apply this frame. It is in fact this reluctance to consider ECEC settings through this 
frame which can lead to problems, as identified by Hard and Jonsdottir (2013). Yet Bolman and Deal 
(2013) remind us that the same dynamics of conflict, power and coalitions are found at every level of 
human affairs. Within the political frame, power is the most important asset and power can be 
defined as ͚the poteŶtial aďilitǇ to iŶflueŶĐe ďehaǀiouƌ, to ĐhaŶge the Đouƌse of eǀeŶts, to oǀeƌĐoŵe 
ƌesistaŶĐe, aŶd to get people to do thiŶgs theǇ ǁould Ŷot otheƌǁise do͛ (Bolman and Deal 2013 
p.190). 
The political frame suggests that power comes from the control of scarce resources and that most 
important decisions involve allocating scarce resources. Bolman and Deal (2013) explain that conflict 
over scarce resources is at the heart of day to day dynamics in the political frame. They argue that 
conflict is not necessarily problematic; it can stimulate creativity and new ideas but, if there is too 
much or it is poorly managed, then it can lead to in-fighting and destructive power struggles.  
Bolman and Deal (2013) suggest that, ǁhilst ͚effoƌts to eliŵiŶate politiĐs aƌe futile͛ (p.208), it is 
possiďle to deǀelop skills as a politiĐal leadeƌ aŶd ͚still do the ƌight thiŶg͛ (p.208). It could be helpful 
for the EYP to develop suitable political skills; Bolman and Deal (2013) suggest that, at the start, an 
effective leader must set an agenda, that is outline a goal or vision, and outline a strategy for 
achieving the goal. The key political skill in setting the goal and outlining the strategy is sensitivity, 
that is the leader knows how others think and the agenda responds to their concerns. The effective 
leader should also develop a political map which means they anticipate potential challenges and 
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identify individuals who are likely to resist change. Bolman and Deal (2013) also write that the key to 
getting things done is through relationships; it is important to have friends and allies and equally 
important to foster informal communication with potential opponents. The effective leader may 
need to bargain and negotiate in order to make changes and Bolman and Deal (2013) suggests that 
the leader should adopt an approach of conditional openness. This approach starts with open and 
collaborative behaviour and maintains this approach unless the individual is adversarial. Then the 
leader responds accordingly and remains adversarial until the opponent makes a collaborative 
approach. The iŵpliĐatioŶs of BolŵaŶ aŶd Deal͛s ;ϮϬϭϯͿ politiĐal fƌaŵe aƌe that the EYP should 
ensure that this is carefully managed to avoid political differences leading to conflict which could 
impact negatively on children, their families and other members of staff.  The EYP might draw on 
their ethic of care and should be comfortable that their actions are in the best interests and feelings 
of others.  
3.8.4The symbolic frame 
Bolman and Deal (2013) suggest that the symbolic frame, unlike the other frames, sees 
oƌgaŶisatioŶal life as seƌeŶdipitous aŶd the sǇŵďoliĐ fƌaŵe ͚abandons the assumptions of rationality 
prominent in other frames͛ (p.16). The symbolic frame views organisations as cultures driven by 
rituals, symbols, stories, heroes and myths (Bolman and Deal 2013). The individuals working in the 
organisation are actors who must play their parts appropriately otherwise problems may arise; 
rituals and symbols lose their meaning (Bolman and Deal 2013).  Myths, vision and values imbue the 
organisation with purpose. However, as identified in chapter 1 there are unclear and conflicting 
messages about what this purpose is in ECEC (Pugh 2014). Pugh (2014) questions if ECEC is to 
pƌoǀide stiŵulatioŶ foƌ a Đhild͛s deǀelopiŶg ďƌaiŶ, oƌ is it aďout ƌeduĐiŶg the ďeŶefit ďill aŶd eŶaďliŶg 
single parents, particularly women, to enter the workforce, or perhaps prevention and early 
intervention are the main drivers for provision (Pugh 2014).  The implications of Bolman and Deal's 
(2013) symbolic frame are that if the purpose of ECEC is not clear, the actors in the organisation, 
including the EYP, may lose sight of the values and vision which give their roles a purpose and they, 
therefore, may not act appropriately. An effective leader recognises that myths, values and vision 
bring cohesiveness and so must strive for clarity.  A number of authors  (Skeggs 1997; Colley 2006; 
Osgood 2006) identify that caring for young children is at the heart of the ECEC pƌaĐtitioŶeƌs͛ 
identity. The implications of the symbolic framework (Bolman and Deal 2013) are that the EYP may 
use the shared ethic of care at the heart of practice in ECEC to create a cohesive and clear purpose in 
a setting. 
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The central concepts of the ͚Fouƌ-Fƌaŵe Model͛ pƌoposed ďǇ BolŵaŶ aŶd Deal ;ϮϬϭϯͿ aƌe useful iŶ 
offering an explanation of organisational life. In addition the four frames can provide an image of 
leadership and articulate the basic leadership challenges, while, through reframing, it is also possible 
to generate solutions to the challenges faced by leaders. Therefore, in Chapter 7 I have drawn upon 
the four frame model of Bolman and Deal (2013) in the analysis of the data.  Furthermore, following 
the presentation of findings, in Chapter 8 I have drawn on the four frame model to identify the 
challenges that the EYP might face as they implement changes in a setting. I also use the Bolman and 
Deal (2013) four frame model to suggest some essential strategies that an effective leader might use 
to overcome these challenges. 
3.9 Chapter summary 
This chapter has considered critically diverse perspectives on professionalism and there is some 
argument that it is, threatened by performativity (Schon 1992, Ball 2008). However, Whitty (2008) 
argues that professionalism is a shifting phenomenon and in fact the professional mandate can be 
strengthened by state regulation. The chapter then discussed critical perspectives on the 
professional in ECEC, there are calls for the professional working in ECEC to be a democratic 
professional underpinned by an ethic of care (Manning-Morton 2006). However, Taggart (2011) 
points out that the caring professional can be open to emotional and financial exploitation. The 
chapter then moved onto consider the significant social and cultural factors which shape the 
practitioners experience of becoming a professional specifically, gender and class. The work of 
Bourdieu (1992, 1977) particularly his ideas of capital and habitus were discussed to offer a possible 
explanation for why women, often working class, make up the majority of the workforce in ECEC. He 
suggests that through primary conditioning women identify themselves and are identified by society 
as caring, and working class women use the available economic and cultural capital to work in ECEC. 
Thus, ĐaƌiŶg foƌ ĐhildƌeŶ is seeŶ as Ŷatuƌal ǁoŵeŶ͛s ǁoƌk aŶd has little eĐoŶoŵiĐ ǀalue. The 
literature review considered a range of international approaches to professionalisation in ECEC and 
as in England many countries have moved towards raising the levels of qualification of the ECEC 
workforce. However, as in England it appeared that international efforts to professionalise their 
workforces have been unable to eradicate the split system of education and care, and the lack of 
parity between professionals in each sector (Vrinioti 2013). 
The literature review then explored the EYP as a leader of practice and change agent (CWDC 2010) 
and included the debate about the most effective types of leadership in ECEC. Heikka and 
Waniganayake (2011) argue for leadership which is both pedagogical and distributed. The chapter 
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explained that within ECEC, particularly in the PVI sector there is no answer to the debate about the 
extent to which a formal position of power and authority is required to implement change. 
Therefore, the chapter considered other emerging models of leadership for example those of 
Hadfield et al. ;ϮϬϭϮͿ ǁho aƌgue foƌ aŶ EYP ĐeŶtƌiĐ ͚ďottoŵ up͛ appƌoaĐh, aŶd MĐDoǁall Claƌk ;ϮϬϭϯͿ 
for a catalytic model whereby the EYP is a catalyst for small incremental changes. Then, in order to 
be able to interrogate the data and address the aim and objectives of the study it was necessary to 
include an overview of the multiframe model of Bolman and Deal (2013). This model has been 
selected to illuminate the effect of organisational structures and practices on the experiences of the 
participants as they worked towards EYPS. 
The following chapter moves on from the critical review of the literature to explain the 
methodological approach used in this study and explains how the literature considered in this 
chapter provides a framework for the analysis of the data. 
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Chapter 4: Methodology 
4.1 Chapter introduction 
In this study, I explored the experiences and perspectives of practitioners who worked in ECEC as 
they undertook a programme of study to become an EYP. This chapter sets out the methodological 
approach used in this study, which is a narrative approach, and begins by explaining why this 
approach was selected. The opening section of the chapter also provides an overview of the 
philosophical underpinnings of the narrative approach and its roots in the qualitative research 
paradigm. In this section my standpoint is clarified for the reader so that they have an understanding 
of the ontological and epistemological positions of the study. The chapter then moves on to explain 
the methods used to generate the data and outlines the frameworks used to interpret and analyse 
the data. Validity and reliability of the approach to collection and analysis of the data are discussed 
and the final phase of the chapter is a reflexive consideration of the ethical principles underpinning 
this study. 
This chapter explains how the methodological approach meets the following aim and objectives of 
this study. The aim of this study was to explore the experiences and perspectives of practitioners in 
ECEC as they undertake a programme of study to achieve Early Years Professional Status. The 
objectives were; firstly, to understand and explain how social and cultural experiences shape the 
way practitioners experience professionalisation and secondly, to understand and explain what 
effect professionalisation has on their practice and how this affects their view of themselves. The 
aim and objectives of this study were addressed through the following research questions: 
The research questions were: 
1. To what extent do social and cultural experiences shape the way the practitioners in 
ECEC experience professionalisation? 
2. What effect does professionalisation have on practitioners leading practice and on how 
they view themselves, and their practice?   
4.2 Methodological approach  
During the taught phase of the doctoral programme I was influenced by the work of Hammersley 
and Atkinson (2007) and their writing on ethnography. Hammersley and Atkinson (2007) explain 
that an ethnographic approach to data collection often includes observation, listening to 
conversation and collecting extensive field notes of daily practice. Therefore, in keeping with such an 
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ethnographic approach I planned at the pilot phase to  spend time in an ECEC setting in order to 
generate data. Hammersley and Atkinson (2007) point out that negotiating access to the field can be 
problematic and this certainly proved to be the case for the pilot. Although I was able to recruit two 
participants early on in the pilot phase, negotiating access to the settings became very protracted. I 
had completed the necessary safeguarding checks but complex policy changes which impacted on 
the fiƌst ĐhildƌeŶ͛s ĐeŶtre setting and personnel changes in the other setting meant permission was 
delayed, and then rescinded. At the pilot phase it became apparent that negotiating access to 
settings would be problematic; a heightened awareness of child protection creates barriers which 
can be time consuming for the part time researcher to negotiate, and as Roberts-Holmes (2014b) 
points out institutions can regard the researcher as a potentially threatening and unwelcome 
intrusion. Therefore, out of necessity I decided that for the pilot study I would carry out semi-
structured interviews with the participants away from their settings. 
This pilot phase highlighted the ǀaluaďle iŶsights that Đould ďe gaiŶed fƌoŵ paƌtiĐipaŶts͛ stoƌies. MǇ 
first question asked Lorna how and why she had staƌted ǁoƌkiŶg iŶ ECEC, she ƌeplied ͚ Where shall I 
begin?͛ I ƌealised that she ǁas telliŶg ŵe a stoƌǇ as she ǁeŶt ďaĐk to heƌ tiŵe, soŵe fifteeŶ Ǉeaƌs 
earlier, when she had worked in an independent school.  She wove together emotional, personal 
and professional experiences and aspects of herself (appendix4). As the study was exploratory in 
Ŷatuƌe I had Ŷot pƌepaƌed a list of speĐifiĐ ƋuestioŶs, ƌatheƌ I had folloǁed KiŶg aŶd HoƌƌoĐks͛ ;ϮϬϭϬͿ 
guidance to prepare a list of  issues to be covered and flexible, open ended questions that could be 
adapted to suit the particular interview situation (appendix 3). The interview resembled a 
conversation; it meandered between past and present and, although not neat, it offered meaningful 
insight into her perspectives and experiences. The pilot phase was extremely important in shaping 
the methodological approach to this study. It convinced me that that rich data could be generated 
from this type of semi-stƌuĐtuƌed iŶteƌǀieǁ aŶd I ǁaŶted to ƌetell LoƌŶa͛s stoƌǇ. 
At the time of conducting the pilot study, I had no idea if story telling could be considered as an 
appƌoaĐh to geŶeƌatiŶg aŶd aŶalǇsiŶg ƌeseaƌĐh data ďut dƌaǁŶ ďǇ LoƌŶa͛s stoƌǇ I ŵoǀed toǁaƌds a 
narrative approach. Riessman (2008) points out that transforming a lived experience through 
language and constructing a story, oral storytelling, is an everyday practice. People have a rich 
historical tradition as story tellers and it is through story that we are connected to life (White and 
Drew 2011).  I have come to realise that storytelling is part of the narrative method and respects 
individuals as subjects with histories and intentions (Riessman 2008).  
4.3 Narrative method of enquiry 
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The ƌoots to Ŷaƌƌatiǀe eŶƋuiƌǇ ŵight ďe tƌaĐed ďaĐk to the ͚Traditional Period͛ of qualitative research 
(Denzin and Lincoln 2005 p.14), where qualitative researchers tended to go out into the field and 
ǁƌite aĐĐouŶts of the Ŷatiǀe oƌ ͚otheƌ͛ iŶ distaŶt laŶds. DuƌiŶg this peƌiod, the eaƌlǇ ϭϵϬϬs to the 
Second World War, qualitative researchers took a positivist approach which assumed they could 
create an objective, value-neutral, timeless and unchanging account of experiences. Around the 
time of the Second World War, iŶ the ͚Modernist Phase͛ ;DeŶziŶ aŶd LiŶĐolŶ p.ϭϳͿ, qualitatively 
oriented researchers challenged the positivist paradigm that assumed ethnographers produced 
oďjeĐtiǀe, tiŵeless aĐĐouŶts aŶd ǁeƌe ĐƌitiĐal of the tƌeatŵeŶt of ͚the otheƌ͛ iŶ ƌeseaƌĐh, as 
practiced by traditional researchers. They were drawn to research practices that would let them give 
a ǀoiĐe to ͚soĐietǇ͛s uŶdeƌĐlass͛ ;DeŶziŶ aŶd LiŶĐolŶ ϮϬϬϱ p.16). During this period positivism was 
challenged and the tenets of post-positivism according to Tashakkori and Teddlie (2003) gained 
credibility. It was recognised that research is influenced by the values of and theories used by the 
investigator and that an understanding of reality is constructed by and between the participants. The 
Modernist Phase was characterised by a move away from positivism and its ontological position of a 
real, apprehendable reality, and its epistemological position of an objective truth (Guba and Lincoln 
2005). Denscombe (2002) writes that social reality became seen as subjective, created in the minds 
of people and through their interactions. What is more, it was suggested that data can be distorted 
by the very act of collection in that humans react to the knowledge that they are being studied, so 
they may act differently to how they act under normal circumstances. Therefore, if these arguments 
are accepted there is no possibility of an objective reality or truth (Denscombe 2002). 
This short history is included here because the Modernist Phase signalled a shift away from 
positivism toward interpretivism, and Geertz (1973) argues that the old positivist phase was giving 
way to a more pluralistic and open ended perspective. This brought a range of new and more 
experimental forms of enquiry into the paradigm of qualitative research, amongst them narrative 
enquiry. However, Guba and Lincoln (2005) argue that the non-positivist orientation had created a 
pƌoďleŵ, Đalled the ͚Cƌisis of ‘epƌeseŶtatioŶ͛ by Denzin and Lincoln (2005 p.17), whereby the 
researcher can no longer capture the lived experience of the participants; rather, the experience is 
created in the text written by the researcher. This leads to questions of how qualitative research can 
be evaluated if it is a subjective text. Brewer (2000 p.43) suggests that the antidote to the crisis of 
ƌepƌeseŶtatioŶ is ͚ƌefleǆiǀitǇ͛. Reflexivity acknowledges that data is affected by the orientations of 
the researcher which in turn are shaped by their socio-historical locations, values and interests.  
In the methodological approach to this study I have been influenced by theories of research 
methodology in conĐeƌt ǁith ǁoƌks fƌoŵ liteƌatuƌe, ŵost ŶotaďlǇ foƌ this studǇ AlaŶ BeŶŶett͛s 
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Talking Heads, and also occasionally by a radio program, for example concerning representations of 
truth in film, or a conversation with a colleague about the work of Oscar Lewis. These are included in 
this chapter as part of the reflexive process and in line with the narrative approach, they are part of 
the story of the methodological approach adopted to address the aim and objectives of this study. 
Reflexivity is the process of reflecting critically on the self as researcher (Guba and Lincoln 2005). In 
line with this approach, this chapter includes some personal reflections on my thoughts and actions 
as a researcher. This chapter explains the processes used to collect and interpret the data and so 
makes explicit how the claims to knowledge explored in Chapters 6, 7 and 8 were generated and 
explains my methodological decisions. 
By choosing to adopt a qualitative methodology and a narrative approach, I have eschewed a naive 
form of realism which assumes an absolute truth and I acknowledge that the narrative accounts in 
this studǇ ǁill oŶlǇ eǀeƌ aĐhieǀe a degƌee of ͚ǀeƌisiŵilitude͛ (Denzin 1997 p.13), that is a version of 
reality. In line with Guba and Lincoln (2005)  I would describe myself as a post positivist, a realist, I 
believe that there is a reality but it is imperfectly apprehendable, value laden and subjective. In this 
study I have drawn heavily on the work of Skeggs (1997)  as discussed in Chapters 1 and 3; however, 
I have not positioned myself as a feminist researcher. I believe that gender and class are 
fundamental to understanding and explaining the perspectives and experiences of the participants in 
this study; however, I am not comfortable with living up to the assertion by Denzin and Lincoln 
;ϮϬϬϱp.ϭϴϱͿ that feŵiŶist ƌeseaƌĐh is ͚Đoŵŵitted to aĐtioŶ iŶ the ǁoƌld͛.  It would be unrealistic to 
assume that this study would be a call to action, although I do agree with Freedman (2001) who 
argues for changes to the social, economic, political and cultural order to overcome discrimination 
against women. I have also drawn on the work of McNamara (2009), a feminist ethnographer, who 
advocates for women participating together in a collaborative form of investigation, and describes 
giving of the self on the part of the researcher to build a relationship of some intimacy between the 
participants and the researcher. However, whilst I believe a trusting, respectful and relatively 
intimate relationship was built up between me and the participants, as the author and researcher I 
did retain ultimate authority. Furthermore, this study was not conceived as an emancipatory project 
and, in choosing a qualitative approach, I was not persuaded by Denzin and Lincoln (2005) who 
describe the practice of qualitative research as transforming the world. Nevertheless, choosing 
Ŷaƌƌatiǀe eŶƋuiƌǇ as paƌt of a Ƌualitatiǀe appƌoaĐh ͚has the potential to offer a complex and nuanced 
aĐĐouŶt of the iŶdiǀidual͛ (Dillon 2010 pg.1) and through the intensive analysis of a small body of 
empirical materials, this study has provided a rich description of the social world and contributed to 
the field (Denzin and Lincoln 2005).  
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4.4 Understanding narrative 
There is not a single definition of narrative; it carries many meanings, but is often used 
synonymously with story (Riessman 2008).  Whilst Cobley (2001) agrees that story and narrative are 
closely related, he describes story, plot and narrative as blending together but separate. Story, 
suggests Cobley (2001), consists of all the events to be depicted; plot is the chain of causation which 
dictates that the events are linked; and narrative is the showing or telling of these events. White and 
Drew (2011) also recognise the separateness yet connectedness of story and narrative, suggesting 
that story can be understood as the verbal account given by the participant, whereas narrative might 
be understood as the crafted and intentional written version of the participant's account. In the 
social sciences, Elliott (2005) brings narrative and story together and suggests that a key element of 
either narrative or story is that it organises a sequence of events into a whole, so that the 
significance of each event can be understood through its relation to the whole. Furthermore, 
PolkinghoƌŶe ;ϭϵϵϱͿ desĐƌiďes Ŷaƌƌatiǀe as a ͚discourse form in which events and happenings are 
configured into a temporal unity by means of a plot͛ ;p.ϭϳͿ. This focus on the temporal unit is 
important when thinking about the potential of narrative for research purposes because it reflects 
the increasing recognition of the importance of the temporal dimension for understanding the 
interrelation between individual lives, and social contexts (Elliott 2005). Temporality suggests that 
there is some sequence to events, and presupposes that events are related to each other by linking a 
prior choice or happening to a subsequent event. It is worth noting that the participants in my pilot 
study did not necessarily organise their stories chronologically; they tended to move between past, 
present and future in their accounts. However, as I organised their stories into a narrative, it was 
possible to see the significance of each event to their whole experience of becoming a professional 
and this further convinced me that a narrative approach was appropriate. 
Whilst narrative may, as Riessman (2008) argues, be understood in general usage as anything 
beyond a few bullet points, she reminds us that not all talk or text is narrative and that the 
fundamental criterion of narrative is the consequential linking of events or ideas. This consequential 
liŶkiŶg is Ŷot, as Elliot ;ϮϬϬϱͿ states, to iŶfeƌ ĐausalitǇ oƌ the ͚laǁ͛ like status of Đause aŶd effeĐt, ďut 
rather to shape the narrative and impose a meaningful pattern (Riessman 2008), for example I have 
iŵposed a patteƌŶ oŶ the paƌtiĐipaŶts͛ ƌespoŶses to the iŶteƌǀieǁ ƋuestioŶs iŶ ĐoŶstƌuĐtiŶg the 
monologues in Chapter 5 . In the telling of their stories, the participants re-present, revise and edit 
their remembered past and their stories ŵust alǁaǇs ďe ĐoŶsideƌed iŶ ĐoŶteǆt of the iŶteƌǀieǁ, ͚for 
stoƌǇtelliŶg oĐĐuƌs at a histoƌiĐal ŵoŵeŶt ǁith its ĐiƌĐulatiŶg disĐouƌses aŶd poǁeƌ ƌelatioŶs͛ 
(Riessman 2008 p.8). What is more, the story is co-constructed through interaction with the 
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researcher and through the narrative shaping by the researcher both during and post interview. This 
co-ĐoŶstƌuĐtioŶ is iŶ liŶe ǁith DeŶsĐoŵďe͛s ;ϮϬϬϮͿ ŶotioŶ that soĐial ƌealitǇ is ĐoŶstƌuĐted aŶd 
subjective, which resonates with my view of a value laden, imperfectly apprehendable, subjective 
reality. 
 4.5 Narrative enquiry as a research method 
 ͚What͛s the stoƌǇ͛, oƌ ͚ǁhat͛s Ǉouƌ stoƌǇ͛ aƌe lǇƌiĐs ǁhiĐh featuƌe iŶ soŶgs ďǇ Oasis aŶd Ella 
Fitzgerald; both appear to be trying to use story to make sense of an experience and the way people 
behave. Songs might tell stories or ask for stories to be told and, as Riessman (2008) points out, the 
practice of storytelling is a universal way of knowing and communicating. In this study narrative has 
been used to refer to the cƌafted iŶteŶtioŶal ǁƌitteŶ ǀeƌsioŶ of the paƌtiĐipaŶt͛s stoƌǇ as told at 
interview (White and Drew 2011). As a methodology, Connelly and Clandinin (2006) propose that 
narrative enquiry is the study of experience as story; it is to view experience as a phenomena for 
study. Stories have great appeal; they offer comfort and familiarity. Storytelling is part of our cultural 
and historical repertoire, present as myths, folklore, nursery rhymes, and fairy tales, and in many 
other forms. As children we begin to know ourselves through the stories we are told and tell. Stories, 
in their many forms, often intimate and emotional, are part of practice in ECEC, and so it is probably 
not surprising that the participants and I, as the researcher, are drawn to them as a way of 
organising and representing experiences. Stories are fundamental to who we are, for example 
Riessman (2008) and Elliot (2005) suggest individuals and groups construct identities through 
stoƌǇtelliŶg aŶd this ƌesoŶates ǁith BƌuŶeƌ͛s ;ϭϵϵϯͿ ǁoƌk. He suggests that self concept is 
constructed through narrative, that there is a narrative self or narrative identity. Bruner (1991)  also 
asserts that narrative cognition or storied knowing is part of the human repertoire for knowing the 
world. Elliott (2005) describes the narrative researcher as having an interest in the process of change 
over time and an interest in the self and representations of the self. This study focused on the 
process of change, from a practitioner, in ECEC, to an EYP, and offers some insight into how the 
paƌtiĐipaŶts ǀieǁ aŶd ƌepƌeseŶt theŵselǀes, ǁhilst ǁoƌkiŶg toǁaƌds EYP“. Theƌefoƌe, Elliott͛s 
summary fits with my rationale for choosing narrative enquiry. 
Stories may well be fundamental to the human condition but Clandinin, Pushor and Orr (2007) warn 
that the very ubiquitousness of story can lead to complacency in the researcher. They caution 
against an assumption that narrative enquiry is easy, just telling and listening to stories. 
Furthermore, working with stories can bring other challenges for the researcher. They may assign 
some sort of special truth to participants' stories rather than subject them to critical analysis (White 
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and Drew 2011). As a researcher, I also have to be concerned with how the audience might perceive 
the participants' stories, if this study can contribute to knowledge about the experience of 
professionalisation. The audience may consider stories as unreliable, too closely associated with the 
telling of tales. This can be a problem for qualitative researchers; as Brewer (2000) points out, lay 
people and policy makers often categorise qualitative researchers  as tabloid journalists, reporting 
interesting but unproven anecdote and hearsay. For positivists, the data and findings of the 
ethnographer and indeed the narrative enquirer may be considered too subjective, mere 
͚idiosǇŶĐƌatiĐ iŵpƌessioŶs of oŶe oƌ tǁo Đases͛ (Hammersley and Atkinson 2007 p.6).  
Concerns with truth will be woven throughout this chapter but controversy surrounding the Oscars 
in 2013 has helped develop my thinking on this subject. The nominations for best picture that year 
were Lincoln (2013) , Zero Dark Thirty (2013) and Argo (2013); each film retells the story of an 
historical event as told through a range of sources, journalists reports, firsthand accounts, and 
historical documents. Whilst each film has never claimed to be more than a fictionalised and 
dramatised account of the events, the mere suggestion that they represent the truth incensed some, 
particularly politicians in the United States (ABC News 2013). When Affleck as director of Argo was 
interviewed he explained that, in the film, he was less concerned with whether a car bomb was 
deliǀeƌed iŶ a CheǀǇ Iŵpala oƌ a VolksǁageŶ, aŶd ŵoƌe ǁith the ͚ďiggeƌ piĐtuƌe͛, the eŵotioŶal 
connection; he ƌefeƌƌed to this as poet͛s tƌuth ; BBC ϮϬϭϯͿ. Theƌe has loŶg ďeeŶ a tƌaditioŶ iŶ poetƌǇ 
of intertwining fictional and non-fictional narratives as in The Iliad and The Odyssey by Homer, which 
deal with the events of the Trojan War (Cobley 2001). Furthermore, the practice of writing history 
relies not on objective, knowable truth but on a representation of what can be derived from other 
sources (Cobley 2001); thus, the historical record offers a re-presented, selective account of what 
actually happened. Historians have used narrative to re-present actual events because narrative 
͚plaǇs a laƌge paƌt iŶ faĐilitatiŶg huŵaŶ appƌeheŶsioŶ of the ǁoƌld͛ (Cobley 2001 p.31). This is not to 
suggest that this study is fiction but to acknowledge that narrative is only ever a re-presentation of a 
selective account to provoke an emotional connection and facilitate apprehension (Cobley 2001). 
Therefore, when one of the participants was unable to remember her exact age when she left 
nursery, as depicted in a photograph, this did not detract from the significance of the event to her 
story. Whilst the word 'story' has connotations of falsehood and misrepresentation (Polkinghorne 
1995) and stories can be factually inaccurate, the narrative researcher's focus is on what the 
substantive elements of the accounts tell us about the social world (Elliott 2005). 
Polkinghorne (1995) suggests that a narrative approach allows the researcher to understand 
happenings from the perspective of the contribution and influence they have on a specified 
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outcome. Furthermore, he argues that a narrative approach helps to preserve the complexity of 
huŵaŶ aĐtioŶ ǁheƌe huŵaŶ aĐtioŶ is uŶdeƌstood as the outĐoŵe of the iŶteƌaĐtioŶ of a peƌsoŶ͛s 
previous learning and experiences, their present situation and proposed goals and purposes. 
Therefore, a narrative approach is appropriate for exploring the experiences of the practitioners as 
they become professionals, and also to explain how social and cultural experiences shape their 
experiences.  However, narratives  impose meaning on events and experiences, not only when they 
are evaluated but also through the very act of structuring them into a story, with a beginning, middle 
and end; narrative has considerable power to organise our understandings, representations and 
iŶteƌpƌetatioŶs of people͛s liǀes ;Elliott ϮϬϬϱͿ. As the ƌeseaƌĐheƌ, I haǀe theƌefoƌe ďeeŶ ŵiŶdful  of 
the caution given by White and Drew (2011) not to overburden the voice of the participant with too 
much evidentiary weight; their story must be subject to critical analysis and their voice understood 
as historically, and culturally located with contradictory interpretations  
Narrative enquiry is more than a conceptual tool; it also shaped the methods used to collect, 
interpret and present the data. Below I explore each of these issues in turn and describe each of 
these processes. 
4.6 Data collection 
The next section explains how the participants were selected for this study. 
4.6.1Sampling 
The sample for this study came from two groups of part time students who worked full time in ECEC 
and had enrolled on the undergraduate practitioner pathway for EYPS.  One group was based at the 
university where I work, the other at a partner college. The UPP was designed to allow working 
practitioners with a relevant fouŶdatioŶ degƌee to ͚top up͛ theiƌ ƋualifiĐatioŶ to oƌdiŶaƌǇ degƌee 
level and achieve professional status. The students attended a weekly twilight session, either at 
college or university, for their degree studies and six EYPS days spread throughout the year which 
were held at the university. The students enrolled on the course in September and the assessments 
for EYPS were to take place in the following July. To recruit the participants I visited both groups 
during a twilight session and explained my proposal. I also left my contact details and within two 
weeks I had recruited two participants from each group. 
The participants who volunteered make up a purposive sample, drawn from a small group and 
selected on the basis of their relevance to my study (Silverman 2010).  King and Horrocks (2010) 
state that qualitative researchers seek to recruit participants who represent a variety of positions in 
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relation to the research topic; therefore it could be considered risky to ask for volunteers as they 
might not represent a variety of positions. However, asking for volunteers was intended to maintain 
a power sensitive and respectful approach to recruiting participants. In any study the variety of 
positions is bounded by the focus of the study and all of the potential participants had to meet 
certain admissions criteria in order to be accepted on the UPP. They had a foundation degree or 
equivalent relevant qualification and had to be employed in a PVI setting which was located in an 
area of disadvantage. All of the students were female and white which was, and still is, 
representative of the workforce in ECEC (The Daycare Trust 2012). Therefore, the pool of potential 
participants was determined by these criteria. Considering the admissions criteria which determined 
access on to UPP and the profile of the workforce as largely female and white, the sample is 
representative of some key dimensions of the workforce. In particular they work in a range of 
settiŶgs iŶĐludiŶg a ĐhildƌeŶ͛s ĐeŶtƌe, pƌe-school and private day nursery. They occupy different 
positions including, manager and owner, pre-school assistant and nursery nurse and they are aged 
between twenty and fifty with experience of working in the sector ranging from five years to twenty 
eight years. Therefore they offer a variety of positions of the phenomenon being studied. 
 A brief overview introducing each participant is included below, and a more detailed pen portrait of 
each individual can be found in Chapter 5. 
Emma, was the owner and manager of a small private day nursery; she was in her early forties and 
the mother of four children. She had been a scientist for ten years before becoming a child minder 
and had owned the nursery for four years. Emma had completed a level 3 qualification and the 
Foundation degree in Early Years. 
Lauren, was the youngest participant at twenty one and she worked as a nursery officer in a 
privately owned pre-school. After her A levels, she joined the pre-school and as she had also worked 
there during the school holidays she had been employed there for almost five years. She had 
completed her level 3 qualification at the setting and then studied part time for the Foundation 
degree in Early Years. 
 Debbie, was twenty six and, like Lauren, had done her A levels and then got a job in a private day 
nursery. Whilst at the private nursery, she had done a level 3 qualification in child care and then a 
foundation degree. When the study began Debbie was the Deputy Manager of day care for a 
ĐhildƌeŶ͛s ĐeŶtƌe. The ĐhildƌeŶ͛s ĐeŶtƌe ǁas paƌt of a sĐhool and, although there was a manager of 
daǇ Đaƌe, the Head TeaĐheƌ had ŵaŶageƌial ƌespoŶsiďilitǇ foƌ the ĐhildƌeŶ͛s ĐeŶtƌe aŶd daǇ Đaƌe.  
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Karen, was the most experienced practitioner; she was in her fifties and had worked in ECEC for 
twenty eight years. She had an NNEB qualification and had worked in many different settings. During 
the research study she was the pre-school room leader in a committee run but privately owned 
nursery. She had studied part time to complete the Foundation degree in Early Years. 
The decision to recruit participants from the university cohort and the college was in part practical. 
As each cohort of students was small, I needed to ensure that the potential pool of available 
participants was as large as possible. Recruiting participants from the university and the college also 
strengthened the variety of positions within the sample. The participants were working in settings 
loĐated iŶ diffeƌeŶt LA͛s. IŶ additioŶ theiƌ eǆpeƌieŶĐes of studǇiŶg at uŶiǀeƌsitǇ oƌ Đollege ǁeƌe also 
likely to be different. Lauren and Karen, based at the university, had a pre-existing relationship with 
me, in that I had taught them on the foundation degree. I have no doubt that this relationship 
influenced their decision to volunteer. Perhaps their volunteering was in some part due to the 
traditional imbalance of power which subordinates the student (Bishop and Glynn 2003); perhaps 
they wanted to help or please me. However, I was not involved in their preparation or assessment of 
EYPS, and unable to influence their progress on the programme. When asked why they had 
volunteered, Karen said she hoped it might help others and influence policy makers, while Lauren 
ƌeplied ͚lf Ŷo oŶe ǀoluŶteeƌs ǁheƌe ǁould that leaǀe ƌeseaƌĐh?͛  
Although I had not taught the students at the college, I was known to them as the Course Leader of 
the validating university and therefore represented a position of authority. Although the participants 
ŵaǇ ͚ŵisƌeĐogŶise͛ the poǁeƌ ƌelatioŶs ;JeŶkiŶs ϭϵϵϮ p.ϭϬϰͿ iŶ theiƌ deĐisioŶ to take paƌt, both had 
personal reasons for volunteering and exercised agency. Debbie linked her volunteering to her 
eǆpeƌieŶĐe of studǇiŶg foƌ a degƌee, ͚I enjoy it (studying) and this might be useful, I want to go on 
aŶd do ŵǇ HoŶouƌs at soŵe poiŶt aŶd this fits iŶ͛. For Emma, her background as a scientist 
iŶflueŶĐed heƌ deĐisioŶ, ͚from my ǁoƌk I kŶoǁ hoǁ iŵpoƌtaŶt ƌeseaƌĐh is͛. The next section outlines 
how the data was collected from my sample of four participants. 
4.6.2 Interviews 
Narrative interviews tend to be semi-structured and they can be understood as a device which 
facilitates empathy (Elliott 2005). This empathy can help build a reciprocal relationship between the 
researcher which Oakley (1981) argues is essential, both morally and ethically. I discovered during 
the pilot phase that a semi-structured approach allowed me to respond naturally to the participants 
and to listen to their responses, rather than worry about which question came next. This approach 
attempted to ensure that the participants were regarded as individuals and not objects  to be mined 
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for information (Oakley 1981). Oakley (1981) and Barr (2010) argue that a narrative approach, using 
semi-structured interviews, gives the participant the opportunity to tell their story and this shifting 
to a more conversational approach can be power sensitive. King and Horrocks (2010),  also suggest 
that a conversational approach can preserve the dignity of the participant, reducing their anxiety, 
and minimizing the deleterious effect of status differences on an interview situation. Semi-
structured interviews suit the exploratory nature of this study and underpin the ethical approach to 
the research.  
A narrative approach to data collection can be a challenge for the researcher as Chase (2005) argues 
that it requires a conceptual shift on the part of the researcher, to view participants as having stories 
to tell and voices of their own. Furthermore, Elliott (2005) suggests that the interviewer must 
stiŵulate the iŶteƌǀieǁee͛s iŶteƌpƌetiǀe ĐapaĐities as it is duriŶg the iŶteƌǀieǁ that the paƌtiĐipaŶt͛s 
story is created and the interview is the site for the production, and construction, of data . Fontana 
and Frey (2005) point out that in any interview in which two people are involved the interview is an 
active collaboration and this leads to a contextually bound and mutually created story. 
 Although there does not seem to be an ideal number of interviews for this length of study, Seidman 
(1998) and Elliott (2005) suggest that three interviews are needed per participant and should not 
exceed ninety minutes in length. Although, they do not say why the interviews should not exceed 
ninety minutes I suggest that more than ninety minutes would be an imposition for participants. I 
carried out four interviews with the participants which were timed to coincide as closely as possible 
with key points in the UPP which lasted twelve months. The key points selected for the interviews 
were: 
 Within 4 weeks of starting the EYPS programme, 
 Post progress review approximately 12 weeks into the programme,  
 Post final assessment approximately 12 months after the start of the programme.  
 Post award of EYPS, approximately 15 months after the start of the programme. 
The timing of the interviews ensured that the gap between interviews was not too long. 
 Table 1 sets out the details of when each participant was interviewed and the duration of each 
interview. 
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Table 1 Interview Schedule 
Interview number participant date duration 
1 Emma 
Karen 
Lauren 
Debbie 
23/10/12 
10/10/12 
10/10/12 
11/11/12 
63 mins 
68 mins 
47 mins 
56 mins 
2 Emma 
Karen  
Lauren 
Debbie 
4/3/13 
6/3/13 
6/3/13 
4/3/13 
42 mins 
49 mins 
49 mins 
66 mins 
3 Emma 
Karen 
Lauren 
Debbie 
24/6/13 
20/6/13 
18/6/13 
2/7/13 
 
85 mins 
68 mins 
65 mins 
62 mins 
4 Emma 
Karen 
Lauren 
Debbie 
1/10/13 
14/11/13 
14/11/13 
1/10/13 
 
26 mins 
61 mins 
36 mins 
49 mins 
 
4.6.3 Interview site 
It is important to consider where interviews should take place King and Horrocks (2010) suggest that 
the physical environment can have a strong influence on minimising differentials in power and 
status, and also on how the interview proceeds. Physical and psychological comfort is important for 
the researcher and the participant (King and Horrocks 2010), and on the whole my participants 
seemed to be most comfortable either at the university or in college, rather than in their place of 
work or a cafe. Fortunately I was able to secure a small private room in both settings. Whilst the 
choice of venue was practical, as interview times could be arranged to coincide with visits to their 
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place of study, it also offered psychological comfort in the form of privacy and protection from 
possible censure from friends, family or staff at their place of work. I did conduct one interview with 
Debbie at home; she was very busy with arrangements for her wedding and she was trying to use 
her time efficiently. It was a very comfortable setting; however, the interview was disrupted by 
drilling and hammering, and the early arrival of her fiancé. I also carried out one interview with 
Emma in her setting; this was at her invitation and as the owner and manager she was able to 
arrange for the interview to take place uninterrupted in her office. Emma was very comfortable in 
this environment and  importantly it helped build rapport; however it was not practical for Emma to 
repeatedly use her time and office in this way. King and Horrocks (2010) describe building rapport 
ǁith the paƌtiĐipaŶt as a ͚keǇ iŶgƌedieŶt͛ (p.48) of qualitative interviews. 
4.7 Interview schedule and plan for participant feedback 
4.7.1 Interview 1(interview guide appendix 5) 
The first interviews took place approximately during their fourth week on the programme. This 
allowed the participants enough time to settle into their studies and coincided with the second of six 
EYPS study days. This day introduced the participants to the EYPS standards and provided an 
overview of the programme and the assessment process. All of the EYPS days took place at the 
university and the students from the college and university were taught together. The purpose of 
this initial interview was to collect pertinent biographical details and I began by asking them to 
introduce themselves and to explain where they worked and to describe their current job role. I 
asked  them to explain why they had chosen to work in ECEC and why they had decided to become 
an EYP.  I had previously asked the participants to bring in four or five photographs which included 
people, places or times that they considered to be significant or had some relevance to their 
decision to work in ECEC and to becoming an EYP. Cole and Knowles (2001) point to photographs as  
helpful in establishing a chronology of sorts, and as a way of remembering important life themes and 
critical incidents. Photographs are often used by practitioners in ECEC to document childreŶ͛s 
learning and development experiences and they can be useful to share information with the 
children, parents and colleagues. Therefore, I believed that these participants would feel 
comfortable using photographs to share their experiences with me. I also took some of my own 
photos as I felt this would contribute to a more open, trusting relationship (King and Horrocks 2010), 
reduce the power imbalance and if necessary provide an ice breaker. It is common for participants to 
feel some anxiety; they may worry about not having anything interesting to say or try to work out 
what the researcher wants them to say. I thought that by using photographs some of this initial 
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anxiety might be lessened and, whilst this did appear to be the case for three of the participants, this 
was not true for Debbie. She was orphaned as a young child and she either did not have many 
photographs of her early life or chose not to bring them to avoid painful memories. I came to realise, 
some considerable time after the interview, that by including photographs I could have made Debbie 
feel very uncomfortable. It is possible that Debbie felt I was exerting pressure on her to conform to 
what appears to be expected from the interview, in the same way that King and Horrocks (2010) 
identify that leading questions or judgmental responses exert pressure on the participant. Whilst I 
had given considerable thought as to how to formulate my questions and had an opportunity to test 
my interview technique in the pilot study, I had not considered the possible adverse impact of using 
photographs on the participants or the study. However, for the other participants the inclusion of 
photogƌaphs did appeaƌ to ďe a positiǀe aŶd pƌoduĐtiǀe eǆpeƌieŶĐe. KaƌeŶ͛s piĐtuƌe ǁith heƌ sisteƌ 
helped her remember her experiences at nursery which were significant to her decision to work in 
ECEC. Similarly Lauren used the photograph of her aunt to explain how important she had been in 
LauƌeŶ͛s deĐisioŶ to ǁoƌk iŶ ECEC, aŶd to highlight heƌ suppoƌt as LauƌeŶ ǁoƌked toǁaƌds EYPS. 
McNamara (2009) states the researcher must build in a debriefing mechanism as the research 
process can be unsettling for the participants; therefore, I built in two opportunities for participant 
feedback after interviews 1 and 3. 
4.7.2 Interim feedback 1  
The first interim feedback occurred between weeks twelve and fourteen of the programme and was 
an opportunity to share, via e-mail, the key points from the initial transcription, and to ask the 
participants for their thoughts and comments. Debbie ĐoŵŵeŶted that ͚It was good to talk like that, 
it͛s good to get it out͛ which suggests that the interview process had some cathartic value for her. 
KaƌeŶ aŶd Eŵŵa said it ǁas haƌd to ƌeŵeŵďeƌ ǁhat theǇ had said ďut that ͚it seems fine͛ aŶd 
Lauren made no comment. By providing interim feedback to the participants they had an 
opportunity to reflect and reconsider their participation in the study, which McNamara (2009) 
suggests maintains an ethical and participatory approach. It also allowed me to keep in touch with 
the participants between interviews.  
4.7.3 Interview 2 (interview guide appendix 6) 
These took place at the midpoint on the EYPS pathway. As part of the EYPS pathway, the participants 
were required to complete a reflective self assessment which forms the basis of a progress review 
meeting with their university mentor. This seemed a logical point at which to hold the second 
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interview which could be tied into their progress on the EYPS program.  I asked the participants to 
bring the progress review form, DR01, with them as I thought it might be a useful starting point for 
this interview. Only one participant brought the form to discuss; however, this did not prevent the 
participants from discussing their progress and experiences on the pathway.  As the interviews were 
semi-structured,  I had identified the following prompts to guide the discussion. The prompts were 
focused on changes to their practice, the impact of the experience of the programme on 
relationships both personal and professional, and who knew they were doing the course and what 
they thought. 
4.7.4 Interview 3 (interview guide appendix 7) 
These interviews took place shortly after the final assessment, approximately twelve months into 
the pathway. In the case of Lauren and Karen, the interviews took place only days after the final 
assessment, while Debbie and Emma were interviewed two weeks after their final assessment. I 
began this interview by asking how the assessment went and then followed up on specific lines of 
enquiry which I had identified from the previous interviews. Daiute (2014) suggests that narrative 
enquiry is valued for individuality and remains personal. She suggests that researchers can conduct a 
systematic narrative enquiry while the design of the interviews remains sensitive to what the 
participants might share. Daiute (2014) argues that narrative enquiry is dynamic and that it is a social 
process occurring in life. Therefore, just as I would in life I adapted my interviews to be personal to 
what the participants had told me in previous interviews. With Lauren, I was keen to know if she was 
still considering going onto complete her honours degree and undertake QTS and if so why. With 
Karen and Debbie I was eager to find out how their managers had reacted and what their next steps 
would be. In the interview with Emma I wanted to find out if she thought that having achieved EYPS 
it would make any difference to the future of her setting. 
4.7.5 Interim Feedback 2 
At this point, some fourteen months after the first interview I sent through the crafted narratives of 
the interviews. I refer to these crafted narratives as monologues and these are discussed in detail on 
page(78). I hoped that these narratives would, as Denzin (1997) describes, map the real experiences 
of the participants, offering a version of reality , which was recognisable to the participants. 
Hammersley and Atkinson (2007) suggest that validity can be established by taking account of the 
perspectives of the actors involved in the situation and that multiple perspectives can be a source of 
insight into those experiences. Lauren did not comment on the narrative, while Debbie wrote 
͚although I doŶ͛t ƌeŵeŵďeƌ saǇiŶg all that, it does souŶd like ŵe, like soŵethiŶg I ǁould saǇ͛. Karen 
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also wrote that she thought the narrative sounded like her but she also thought that she sounded 
͚whingey͛ aŶd she ǁaŶted it to ďe kŶoǁŶ that she ǁas gƌateful to ďe ǁoƌkiŶg toǁaƌds EYP“. KaƌeŶ͛s 
response prompted me to consider the potential tension which surrounded the ownership of data. 
In mǇ ƌeadiŶg of the Ŷaƌƌatiǀe it siŵplǇ had Ŷot oĐĐuƌƌed to ŵe that KaƌeŶ ǁas ͚ǁhiŶgeǇ͛ ďut I ŵust 
acknowledge that I had selected from her interviews what I thought was interesting to my studies 
and there was some risk to this approach, not least, that I used my position of power to shape a 
particular version of social reality (King and Horrocks 2010). Furthermore, as researchers we seek to 
problematise and perhaps this caused me to distort the monologue to emphasise problems, tensions 
and issues. Karen did not want me to alter the text but she was keen for me to know that she was 
grateful for the opportunity to become an EYP. This might be, as  King and Horrocks (2010)  point 
out, because most participants want to be represented in a positive light.  
4.7.6 Interview 4(interview guide appendix 8) 
This was the final interview and took place three months after the final assessment some 15 months 
from the start of the programme and once the participants had been awarded EYPS. It was 
important to let this time pass for the participants to get used to being an EYP and to ascertain if 
EYPS had made a difference to them and their practice. Furthermore, the government had 
announced that EYPS had been replaced by EYTS just after the third interview and it was important 
to explore what the participants thought and felt about this change. 
4.8 Giving form to and interpreting the data 
Once the interviews are over, Barr (2010) points out that the participants should be able to rely on 
the researcher to do their job, which is to give form to and interpret the data. I transcribed the oral 
narratives as close to verbatim as possible, and then transformed the transcription into a written 
text (transcriptions for Lauren appendices 8-11 ). There are multiple literary devices and models 
available to present the data in the form of a narrative. Polkinghorne (1995) for example, 
emphasizes the centrality of plot as a way to set the temporal range, provide criteria for the 
selection of events, temporally order the events and then to clarify the meaning events have as 
contributors to the story. White (1978) suggests that, to develop a narrative, attention should be 
given to cultural context, the embodied nature of the protagonist, significant other people, the 
protagonists' choices and actions, history, temporal structure and analysis. Whilst Wolcott (1994), 
Polkinghorne (1995) and White (1978) offer academic and theoretical models to present data as 
narrative, they seemed remote and disconnected from the participants whose stories were so alive 
in my head. I arrived at an approach using three layers of analysis, the intent of the first layer was to 
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pƌeseƌǀe the paƌtiĐipaŶt͛s ǀoiĐe, the seĐoŶd laǇeƌ offeƌed a theŵatiĐ Ŷaƌƌatiǀe aŶalǇsis dƌaǁiŶg oŶ 
key debates identified in the literature and the third layer, also presented a thematic narrative 
analysis specifically to explore the effect of organisational structures and practices on the 
participants as they worked towards EYPS. The three layers of analysis are explained in the following 
section. 
4.8.1 First layer of analysis 
The construction of this layer of analysis was heavily influenced by the work of Oscar Lewis (2011) 
The Children of Sanchez . Lewis was an anthropologist who repeatedly returned to Mexico to 
interview the Sanchez family and had spent years living close by, studying the urbanization of 
peasants. I have been influenced by the technique Lewis adopted to present the narratives whereby 
each member of the family tells his own story in his own words (Lewis  2011). He suggests this 
method tends to reduce investigator bias because the accounts are given in the words of the 
subjects themselves, and preserves for the reader the emotional understanding and satisfaction that 
the researcher experiences working with the subjects (Lewis 2011).  The individual accounts in Lewis' 
study are compelling but together they are powerful as they reveal some of the universal 
ĐhaƌaĐteƌistiĐs of the ͚culture of poverty͛ ;Leǁis ϮϬϭϭ pg ǆǆǆǀiiͿ. The iŶdiǀidual aĐĐouŶts  pƌoduĐed iŶ 
this study preserve the unique story of each participant and revealed some  characteristics of 
professionalisation within ECEC in the PVI sector. 
In preparing his interviews for publication, Lewis eliminated his questions and then selected, 
arranged and organised the materials into coherent life stories (Lewis 2011). Whilst it is relatively 
stƌaightfoƌǁaƌd to eliŵiŶate the iŶteƌǀieǁeƌ͛s ƋuestioŶs, seleĐtioŶ, aƌƌaŶgeŵeŶt aŶd oƌgaŶisatioŶ of 
the data are somewhat more complex. Plot, as Polkinghorne (1995), urges is central to narrative and 
the study itself provides the framework for the plot (becoming a professional) and sets a temporal 
ƌaŶge ;the leŶgth of the EYP pƌogƌaŵŵe aŶd the paƌtiĐipaŶt͛s life tiŵeͿ. The plot also ultiŵatelǇ 
determines the criteria for selection used by the researcher (Polkinghorne 1995); however, the very 
act of listening and re-listening to the interviews convinced me that I had to find a way for the 
ƌeadeƌ to heaƌ ǁhat I heaƌd. The paƌtiĐipaŶt͛s ǀoiĐe ǁould ƌepeatedlǇ sĐƌoll thƌough ŵǇ head, ƌatheƌ 
like the news headlines on the bottom of a television screen.  
This oft repeated monologue led me to the next significant influence in the presentation and 
organisation of my data, Talking Heads by Alan Bennett (2007). I am unable to fully explain how my 
brain made the connection between a play I had watched in the nineteen eighties featuring Patricia 
Routledge in A Lady of Letters and my data. Perhaps it is because Alan Bennett predominantly 
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presents the stories of northern women in Talking Heads, and the participants and I are northern 
ǁoŵeŶ. Also, the ǁoŵeŶ iŶ BeŶŶett͛s stoƌies ŵight ďe ĐoŶsideƌed uŶƌeŵaƌkaďle, ŵuŶdaŶe aŶd 
parochial, with little to tell us about life, until they begin to talk. They are women who have not been 
listened to, often powerless. The participants in this study might also be considered unremarkable 
and to lack power and status; therefore, the monologue is an opportunity for them to be heard. I 
uŶdeƌstaŶd that theƌe is a ƌisk of assoĐiatiŶg the ŵoŶologues I pƌeseŶt ǁith BeŶŶett͛s fiĐtioŶal 
stories; they too might be considered to be fiction. However, Lewis (2011) acknowledges that his life 
histories ͚haǀe soŵethiŶg of ďoth aƌt aŶd life͛ (p. ǆǆǆiiiͿ Ǉet he ďelieǀed ͚this in no way reduces the 
authenticity of the data or their usefulness to scieŶĐe͛ (p. xxxiii).  
Appendix (13) illustrates how the monologues were constructed. Each interview was transcribed 
then listened to a further four or five times. I made copious, hand written notes at each listen to 
immerse myself in the data and to identify significant elements for the plot. I sketched out the basic 
story, see appendix (13) and then began identifying text from the transcript which would fit the plot. 
The text was cut and pasted and reordered until it formed a coherent whole. Each monologue 
affords the reader an opportunity to analyse, interpret and impose their own meaning on events and 
is the first layer of analysis. However, the researcher must also, as Barr (2010) asserts, do their job 
and bring theory to bear on the data to provide critical analysis or interpretation of the data. 
4.8.2 Second layer of analysis 
The monologue was an opportunity to bring the work close to the participants by preserving the 
holistic nature of their story, nevertheless, it was necessary to shine a light (Skeggs 1997), a 
theoretical light, on the data to add to the existing knowledge and understanding of 
professionalisation of the ECEC workforce. The second layer of analysis was a thematic narrative 
analysis, drawing on the work of Riessman (2008) who argues that thematic narrative analysis is 
differentiated from grounded theory in that prior theory, normally eschewed in the early stages of a 
grounded theory study, guides all of the narratives. She also suggests that sequences of narrative are 
preserved rather than segmented to keep the story intact. The sequences of data selected should, in 
a thematic narrative analysis, seek out causal connections among the major plot elements and 
identify common and diverse elements across the narratives (Daiute 2014). In this study the major 
plot elements, or themes, were identified from the literature for their significance to debates 
concerning professionalisation in ECEC. The themes identified were, gender, class care, 
performativity and professional recognition and the professional mandate. I have worked with a 
single narrative at a time and reproduced lengthy excerpts of interview data which were selected to 
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illustrate general patterns across narratives, or uncover different explanations of the experiences 
and perspectives of becoming an EYP. Causal connections were sought out in each narrative, for 
eǆaŵple the iŶflueŶĐe of eaƌlǇ ĐaƌiŶg eǆpeƌieŶĐes oŶ the paƌtiĐipaŶt͛s deĐisioŶ to ǁoƌk iŶ ECEC ;see 
analysis appendix 14). Riessman (2008) highlights that in this type of analysis the emphasis is on the 
told and the primary focus is on what is said. Thematic narrative analysis is unlike grounded theory 
as it does not involve a detailed thematic analysis which relies on the deconstruction of data 
(Riessman 2008). 
4.8.3 Third layer of analysis 
The third layer of analysis was necessary because it emerged from the data that organisational 
stƌuĐtuƌes aŶd pƌaĐtiĐes had a sigŶifiĐaŶt effeĐt oŶ the paƌtiĐipaŶts͛ eǆpeƌieŶĐes as theǇ ǁoƌked 
towards EYPS. Therefore, in order to fully explore this an additional layer of analysis was required 
which drew on the multiframe model of Bolman and Deal (2013). Bolman and Deal (2013), as 
discussed in the literature review, suggest that we use multiple frames to help us understand 
organisational structures and practices, for example leadership. They are concerned with how 
͚ŵultifƌaŵe͛ (p.18) thinking applies to organisations. However, given that multiframe thinking is a 
way of understanding leadership and improvement strategies (Bolman and Deal 2013), it resonates 
with the role of the EYP, as a leader and change agent. The guidelines for a narrative thematic 
analysis were followed in that sequences of data were selected to preserve the story, Riessman 
(2008) suggests that long sequences should be used, which I did and the sequences were linked by 
text. The sequences to be included were identified using the four frames of Bolman and Deal, 
structural, human resource, political and symbolic (see appendix 15). 
To summarise the analysis of the data, the first layer of analysis, the monologues, are crafted 
Ŷaƌƌatiǀes of the paƌtiĐipaŶts͛ stoƌies ďefoƌe theoƌǇ ǁas ďƌought to ďeaƌ oŶ theŵ. TheǇ uŶdeƌpiŶ the 
seĐoŶd aŶd thiƌd laǇeƌs of aŶalǇsis ďut ĐaŶ staŶd aloŶe as a holistiĐ aĐĐouŶt of the paƌtiĐipaŶts͛ 
experiences and perspectives as they worked towards EYPS. The second layer of analysis presents 
selected sequences of data for each participant which illustrate the identified themes. The 
sequences of data are linked by text and the intent is to preserve the story. The analysis is followed, 
in the same chapter,6, by a critical discussion which interrogates the data to, as Daiute (2014) 
suggests identify common and diverse elements across the narratives. Chapter 6 partially explains 
how social and cultural factors shape the paƌtiĐipaŶts͛ eǆpeƌieŶĐes aŶd also eǆplaiŶs the effeĐt of 
professionalisation on the participants and their practice. Chapter 7 sets out the third layer of 
analysis, the multiframe analysis, and includes a critical discussion which once again indentifies 
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common and diverse elements across the individual narratives in the chapter. The second and third 
layer of analysis offer different critical perspectives on the data but together they offer a  
comprehensive explanation of how social and cultural experieŶĐes shape the paƌtiĐipaŶts͛ 
experiences of professionalisation, and the effect of professionalisation on the participants. The final 
chapter,9, brings together the key findings from the second and third layer of analysis and 
summarises them in relation to the objectives of the study. 
The folloǁiŶg seĐtioŶ ĐoŶsideƌs Guďa aŶd LiŶĐolŶ͛s ;ϮϬϬϱͿ autheŶtiĐitǇ Đƌiteƌia ǁhiĐh theǇ suggest 
should inform rigorous enquiry. The discussion then moves onto consider issues of validity and 
reliability in relation to narrative enquiry and this study.  
4.9 Authenticity criteria 
Rather than thinking about this study only with reference to validity and reliability, it has been 
helpful to ŵe to ĐoŶsideƌ Guďa aŶd LiŶĐolŶ͛s ;ϮϬϬϱͿ ǁƌitiŶg oŶ autheŶtiĐitǇ Đƌiteƌia. The Đƌiteƌia are 
fairness, ontological authenticity, educative authenticity and tactical authenticity, which Guba and 
Lincoln (2005) describe as the hallmarks of trustworthy and rigorous constructivist enquiry. Fairness 
is described as a quality of balance, a deliberate attempt to prevent marginalisation and ensure that 
all voices have a chance to be represented. Whilst I have made a genuine attempt to ensure the 
participants are not marginalised and are treated fairly, I cannot say the same for the people they 
have included in their stories, such as the management teams spoken about by Karen and Debbie. 
Therefore, in an attempt to redress this imbalance, I acknowledge that not all voices are represented 
equally; it is simply not possible to do so in this study. Guba and Lincoln (2005) describe ontological 
and educative authenticities as a raised level of awareness in the research participants. They also 
extend this description to include those who surround the participants and the people they come 
into contact with for some organisational purpose. It is not possible to ensure that the participants in 
this study achieve full ontological or educative awareness of the findings of this study. However, on 
completion of this thesis I do intend to disseminate the findings to students, participants and 
colleagues through my teaching and writing. In addition I will send the participants a copy of the 
final thesis and suggest that we meet as a group to discuss their thoughts and feelings about the 
research process and the findings. Guba and Lincoln (2005) describe tactical authenticity as the 
ability of the study to prompt action by the participants and the involvement of the researcher in 
training participants in social action. Whilst this description of tactical authenticity resembles forms 
of critical theorist action research, predicated on emancipatory action and social change (Guba and 
Lincoln 2005), I have a less ambitious interpretation which includes the participants recognising their 
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own worth and feeling valued. This includes being paid more and achieving the aspirations that they 
voiced during this study, for example getting a new job or becoming a teacher. As the researcher, my 
contribution to supporting participants to engage in social action will include dissemination of the 
study to the participants, academics and students, and I will continue to advocate on behalf of EYPs 
and EYTs, wherever possible, for equality, and to be recognised as professionals in the sector and in 
society.  
4.10 Validity  
This study focuses on a small number of participants. This can lead  to debate about the external 
ǀaliditǇ oƌ geŶeƌalisaďilitǇ ǁhiĐh ĐaŶ ďe uŶdeƌstood as the ͚applicability of the data to other like 
cases͛ ;Bƌeǁeƌ ϮϬϬϬ p.ϰϲͿ.  ‘iessŵaŶ ;ϮϬϬϴͿ aĐkŶoǁledges that a sŵall sĐale studǇ can be 
overvalued but reminds us they can be a valuable route to accumulating knowledge. Furthermore, 
she argues that a small number of participants can help uncover social practices that are taken for 
granted and can produce depth rather than breadth of insight. Riessman (2008) also suggests that 
summarising or generalising may not be desirable but that the beauty of narrative studies is that 
they reveal the many sided, complex and sometimes conflicting stories of the participants. In 
addition Denzin and Lincoln (2005) argue that no individual is ever just an individual; they are always 
an instance of more general social experiences and social processes.  
External validity is inextricably linked to validity which as a concept is problematic since, as Denzin 
(1997) points out, there are multiple realities structured by multiple truths; therefore, validity in a 
Ŷaƌƌatiǀe paƌadigŵ ŵight ďe seeŶ iŶ ƌelatioŶ to a teǆt's ͚ǀeƌisiŵilitude͛(p13), its ability to map the 
real. Bruner (1991) suggests narrative constructioŶs ĐaŶ oŶlǇ eǀeƌ aĐhieǀe ͚ǀeƌisiŵilitude͛, that is a 
version of reality, and their acceptability is governed by convention and necessity. Riessman (2008) 
suggests that, in narrative research, there are two levels of validity, the story told by the participant 
and the validity of the analysis, or the story told by the researcher. She reminds us that there can be 
problems in establishing validity as 'Life stories are not static; memories and meanings of experiences 
ĐhaŶge as tiŵe passes͛ (p.198). It is not possible to say how the participants will view my narrative 
representations later, particularly as their lives move on. Also, they have not had the opportunity to 
read my analysis, which they may not agree with, but I do not believe that this renders the work 
invalid; rather, as Riessman (2008) states, it brings another perspective, a different interpretation, 
and a kind of triangulation, as explained below.  
Triangulation is a common technique to check validity which can include gathering data from several 
sources (Silverman 2010). However, triangulation might also be understood as viewing data in 
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different ways (Silverman 2010) to bring alternative perspectives. In this study the focus was on 
collecting rich data from a small, limited number of participants. Therefore, in order to bring 
alternative perspectives to the data it has been subjected to three layers of analysis including the 
monologues and two layers of thematic narrative analysis. For Brewer (2000), validity is established 
through rigorous practice and he stresses that the complexities of data must be shown, to avoid the 
suggestion that there is a simple fit between the social world being studied and the ethnographic 
ƌepƌeseŶtatioŶ. Bƌeǁeƌ͛s ǁoƌds aƌe eƋuallǇ appliĐaďle to a Ŷaƌƌatiǀe ƌepƌeseŶtation and the 
application of theory and the use of the multiframe model, as used in this study, have drawn out the 
complexities of the data. Narratives do not establish the truth of an event and this is not the intent, 
rather the researcher constructs an interpretive account, which is trustworthy, open to interrogation 
and persuasive (Riessman 2008). The narratives presented in this study followed by the layers of 
thematic analysis are open to interrogation and their validity can be judged by the reader. The 
following section considers the concept of reliability in qualitative research. 
4.11 Reliability 
King and Horrocks (2010) argue that reliability in qualitative studies cannot rely on consistent or 
repeated measurements sought in quantitative studies and it can be difficult to disentangle it from 
validity as discussed earlier. Perhaps, therefore, some of the measures taken to support validity 
might also support reliability; for example, as Silverman (2010) and Riessman (2008) insist, the 
audience must be shown the procedures used, so they can judge if a method is reliable. The 
intention of this chapter is to show the procedures used and offer a level of transparency so that 
judgments can be made by the audience. Silverman (2010) also suggests that pre-testing the 
questions is a logical way of testing the reliability of the methods of data collection. The pilot study 
afforded me an opportunity to practice and test my approach to interview questions and technique, 
and also to ponder on my relationship with the participants. My pre-existing relationship with two of 
the participants brought significant advantage to the process as we had an established level of 
intimacy and reciprocity. This is important in minimizing status differentials and ensuring the 
participants are not viewed as objects (Oakley 1981). Nevertheless, a pre-existing relationship does 
not preclude the participants from feeling co-erced into the research, as they may feel pressurised 
not to let me, the researcher, down. This is less likely to be the case for the participants at the 
college as I have not been involved in teaching or assessing them. Although it did take slightly longer 
to build the same level of trust and intimacy with these participants, the quality and quantity of the 
data I collected suggests that a good level of intimacy, trust and reciprocity was built; this might be 
because I have a relaxed and friendly interview style. Whilst this open style can be an advantage, I 
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did notice in the pilot study that I had a tendency to talk too much, with the intention of 
encouraging the participants but also potentially leading the discussion of their experiences. 
Although I made a conscious effort throughout the main study interviews to avoid talking too much, 
using non verbal cues instead to signal encouragement and build rapport, thinking about talk has led 
ŵe to ĐoŶsideƌ ǀoiĐe aŶd the ƌelatioŶship ďetǁeeŶ the paƌtiĐipaŶts͛ aŶd the ƌeseaƌĐheƌ͛s ǀoiĐe. 
Chase (2005) identifies three narrative strategies to understand the relationship between the 
participants͛ aŶd the ƌeseaƌĐheƌ͛s ǀoiĐe. The first strategy, Authoritative, privileges the researcher 
and it is likely to reinforce hierarchical power differences between the researcher and the 
participant. Although, the Authoritative approach might be questioned, as it objectifies the 
participant, it can be a legitimate approach because the participant has a different interest in the 
story from the researcher. The second strategy, Supportive, pƌiǀileges the paƌtiĐipaŶt͛s ǀoiĐe but can 
be criticised for romanticising the paƌtiĐipaŶt͛s ǀoiĐe as autheŶtiĐ. The final strategy, Interactive, 
displays the iŶteƌsuďjeĐtiǀitǇ ďetǁeeŶ the ƌeseaƌĐheƌ͛s aŶd paƌtiĐipaŶts' voices. As the researcher, I 
have moved between the typologies; for example, the monologues privilege the paƌtiĐipaŶts͛ ǀoiĐes 
(supportive), yet I have selected what to include (authoritative); and the monologues are the result 
of interviews which display the intersubjectivity between the participants and researcher 
(interactive). It is possible to see examples of moving between the typologies in the interview for 
eǆaŵple I ask LauƌeŶ, ͚so would it be fair to say you are ambitious?͛ heƌe I ǁas authoƌitatiǀe 
suggestiŶg to LauƌeŶ that she ǁas aŵďitious. LauƌeŶ ƌeplied that she ǁaŶted ͚Đaƌeeƌ eŶhaŶĐeŵeŶt͛, 
an example of intersubjectivity between Lauren and I and an example of the interactive typology 
(see appendix 9).Positivist notions of reliability which rely on consistent or repeated measurements 
(Silverman 2010) are at odds with this type of qualitative study and considerations of voice further 
cloud the issue. It is possible for me to say, borrowing the words from Guba and Lincoln (2005), that 
I haǀe Đƌeated ͚re-presentations that are only and always shadows of the actual people, events and 
places: that ideŶtities aƌe fluid ƌatheƌ thaŶ fiǆed͛ (p.212). 
4.12Ethics and reflexivity 
As part of doctoral study the researcher has gained  ethical consent from the institution and 
Thomson and Walker (2010) point out that this consent generally adheres to three principles; 
informed consent, confidentiality and doing no harm. Williams (2010) cautions the researcher that 
ethical consent from the university does not help them anticipate the ethical challenges that might 
arise, and that ethical research ought to be an ongoing reflexive process. Williams (2010) argues that 
the reflexive awareness of the researcher lays at the core of an ontological not methodological 
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approach to ethics, and as such foregrounds the character of the researcher. Reflexivity, as referred 
to by Williaŵs ;ϮϬϭϬͿ, is the ͚internal dialogue through and in which we go about formulating a 
thought, ƋuestioŶiŶg ouƌselǀes, ĐlaƌifǇiŶg ďeliefs aŶd iŶĐliŶatioŶs͛ (p. 259).  In this chapter I have 
already laid bare some of my internal dialogue on truth, power and voice  and below I set out the 
internal debate of my enactment of the basic ethical principles underpinning institutional consent. 
4.12.1 Informed consent 
King and Horrocks (2010) explain that participants should give their knowing consent to take part in 
the ƌeseaƌĐh aŶd I tƌied to eŶsuƌe that this studǇ͛s paƌtiĐipaŶts had the iŶfoƌŵatioŶ Ŷeeded to help 
them make the decision (appendix 16), and that they signed a consent form before the first 
interview (appendix 17). However, at the start of this type of fluid, qualitative study built around 
semi-structured interviews, it is not possible to provide all the information in advance for example 
exactly how long the interview might take, or the questions that will be asked. At the time of data 
collection I was still working through my ideas for analysing and interpreting the data and  it was not 
possible to fully inform the participants of my approach; therefore, they cannot ever fully know what 
they have consented to. Nevertheless, I did check before each round of interviews that they were 
happy to continue participating in the study, as Silverman (2010) reminds us that consent has to be a 
process not a one off event. However, it may have been difficult for the  participants  to say 'no' as 
they were sat in front of me, digital voice recorder switched on and ready to go. This is because of 
the hierarchical power seen to reside with the researcher and also because they are caring 
individuals and would not want to jeopardise the research study. The participants were given two 
oppoƌtuŶities to pƌoǀide feedďaĐk oŶ the data, this ǁeŶt soŵe ǁaǇ toǁaƌds eŶsuƌiŶg ͚ǀeƌisiŵilitude͛ 
of the data and that the participants perceived it to be a fair representation of their experiences.  
4.12.2 Confidentiality and anonymity 
From the outset I have stored the data securely, treated it with respect and it is anonymised. 
However, Williams (2010) writes about the fragility of anonymity and describes how the researcher 
can lose control of confidentiality and anonymity. This can occur because the participants talk to 
each other and discuss their participation in the study. This was a strong possibility in this study 
where the participants were drawn from a small group which met regularly as part of the EYPS 
programme. Whilst the participants probably had more important things to discuss, there is a risk 
that this could have happened. Also, because the number of practitioners on the programme was 
very small, it is entirely possible that others in the group realised who was taking part, so anonymity  
could have been compromised. I do not know what the risk is to the participants of this possible 
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compromise to their anonymity, and I am not sure that I could prevent it from happening. The 
participants have agency over who they discuss their participation with and I am not the sole 
guardian of anonymity.  
4.12.3 Claim to do no harm 
From the outset the intention was to do no harm to the participants and I operated within an ethic 
of care  which foregrounded sensitivity and the dignity of the participant (Christian 2005). The 
interviews took place in locations favoured by the participants, I listened attentively during the 
interviews, careful not to interrupt and have crafted the monologues using the participants words. 
However, as Williams (2010) drawing on Josselson (1996) cautions the research process is intrusive 
and language can never contain a whole person, so the very act of trying to write down and sum up 
a paƌtiĐipaŶt͛s life ŵight ďe seeŶ as a ǀiolatioŶ. I ďelieǀe theƌe is a Ŷeed to uŶdeƌstand the 
experiences of the practitioner as they become a professional and to try and tease out the 
consequences for the sector, and this is my justification for the intrusion. There are also selfish 
reasons for undertaking this study; I want the status that having a doctorate will bring and the 
potential for other job opportunities. I have also been seduced by the idea of the interviews having a 
theƌapeutiĐ ƌole. As Deďďie eǆplaiŶed, ͚it͛s good to talk͛.  
4.13 Chapter Summary 
This chapter is an account of the methodological approach and the methods used to collect and 
interpret the data in this study which, explored the experiences and perspectives of practitioners 
who worked in ECEC as they undertook a programme of study to become an EYP. It explains that I 
have chosen a qualitative approach and, as a post positivist, a realist, I believe that there is a reality 
but it is imperfectly apprehendable, value laden and subjective (Guba and Lincoln 2005). Semi-
structured interviews were used to gather the data and were the first step in storying the 
paƌtiĐipaŶts͛ stoƌies ;HaŵŵeƌsleǇ aŶd AtkiŶsoŶ ϮϬϬϳͿ. Fuƌtheƌŵoƌe, I haǀe set out ŵǇ positioŶ, Ŷot 
as a feminist researcher but certainly as an advocate for better pay, conditions and for higher status 
for those working in ECEC who are predominantly female. In addition, as Brewer (2000) demands of 
the researcher, I have identified the topic, laid out my approach to the analysis and interpretation of 
the data and discussed strengths and weaknesses of my approach, and explored reflexively the 
ethical dilemmas I have faced. In this way the reader should have the information they need to judge 
the validity of the study.  
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 The following chapter presents the monologues the first layer of analysis; these are an important 
precuƌsoƌ to the seĐoŶdaƌǇ aŶd teƌtiaƌǇ aŶalǇsis. TheǇ offeƌ a full, ƌiĐh aĐĐouŶt of the paƌtiĐipaŶts͛ 
experiences and privilege their stories before they are deconstructed, and theory is brought to bear 
on the data. Chapters 6 and 7 then set out the second and third layers of analysis which interrogate 
the data, iŶ light of keǇ theoƌǇ ideŶtified iŶ the liteƌatuƌe ƌeǀieǁ, to eǆplaiŶ the paƌtiĐipaŶts͛ 
experiences and perspectives of professionalisation. The implications of the findings from the 
multiframe analysis in Chapter 7 are further explored in Chapter 8 and their significance for ECEC are 
explained. 
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Chapter 5 : The monologues 
5.1 Introduction 
This chapter presents the individual and unique stories of the participants in their own words. A 
detailed account of how these stories were produced, as monologues, can be found in Chapter 4 but 
in summary the interview questions were eliminated and the data was arranged into coherent 
narratives. The monologues privilege the voice of the participants and also afford the reader the 
opportunity to interpret and impose their own meaning on the data. Each monologue is preceded by 
a shoƌt pƌofile of the paƌtiĐipaŶt aŶd Deďďie͛s peŶ poƌtƌait aŶd ŵoŶologue opeŶ the Đhapteƌ.  
5.2Debbie 
5.2.1 Pen portrait 
 
Debbie was born in 1987 and when she was just a child both her parents died. She was then cared 
for by her grandparents and her aunt and uncle. Debbie always thought that she would be a teacher 
but ͚ŵessed up͛ in sixth form and she explained this was because she was working thirty seven hours 
a week in a restaurant. She then moved on to a job in a private day nursery and found that she 
progressed really quickly in terms of her professional development from an apprenticeship and on to 
the part time foundation degree at a college of FE. At the start of this study Debbie was employed as 
a Nursery Officer in a childƌeŶ͛s centre which had recently become part of a school. Her 
responsibilities included leading a small staff team providing full day care for children from birth to 
five years of age. 
Whilst Debbie was on the course she was also busy organising her wedding, training for  running a 
marathon and for her black belt in Karate. The first time we met was at the FE College, Debbie was a 
little late and as I did not know her I was worried that she was not going to come. However Debbie 
often had to work late and on this occasion she had managed to leave work early only to get home 
and find she had a power cut. I include these details to illustrate how busy Debbie was yet she still 
tuƌŶed up foƌ the iŶteƌǀieǁ aŶd took paƌt iŶ the studǇ. Deďďie did desĐƌiďe heƌself as ďeiŶg ͚dƌiǀeŶ͛ 
aŶd adŵits that eǀeŶtuallǇ she ǁill ͚go foƌ QT“͛, though she ǁaŶts to staǇ ǁoƌkiŶg iŶ eaƌlǇ Ǉeaƌs. 
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5.2.2 Monologue 
Oh it felt good yeah, she was really lovely the assessor lady, it just seemed to flow really well. I had 
ďeeŶ Ŷeƌǀous ďut, oŶĐe she aƌƌiǀed, it ǁas alƌight iŶ the eŶd. EǀeƌǇthiŶg ǁas last ŵiŶute ďut oŶĐe I͛d 
handed my work in I just focused on it. I just did a normal activity. I thought it was just relaxed. It 
ǁas defiŶitelǇ ǁoƌthǁhile. I͛ǀe got a status, ǁell if I pass, aŶd a degƌee, the fiƌst oŶe out of ŵǇ 
ŵuŵ͛s side to eǀeƌ get a degƌee. At ǁoƌk it͛s still ŵe doiŶg the joď; the assessoƌ highlighted that I 
was doing my job, the deputǇ ŵaŶageƌ͛s joď aŶd the ĐhildƌeŶ͛s ĐeŶtƌe teaĐheƌs joď, aŶd she͛s a 
ĐhildƌeŶ͛s ĐeŶtƌe teaĐheƌ. IŶ pƌiǀate teƌŵs, I aŵ the deputǇ ŵaŶageƌ ďut, iŶ ĐouŶĐil teƌŵs, a ŶuƌseƌǇ 
offiĐeƌ. MǇ ŵaŶageƌ is fightiŶg foƌ ŵe to ďe paid as a deputǇ ĐhildƌeŶ͛s ĐeŶtre manager and she said 
͚I͛ŵ ƌeallǇ pƌoud of Ǉou͛.  I͛ŵ still ŵe, eǀeƌǇďodǇ alƌeadǇ saǁ ŵe as theiƌ leadeƌ so theǇ ĐouldŶ͛t 
tƌeat ŵe aŶǇ diffeƌeŶtlǇ, ďut theǇ keep askiŶg ŵe if I͛ǀe got it Ǉet aŶd theǇ do look at ŵe ͚Ǉeah 
Deďďie has got ŵoƌe kŶoǁledge͛. No oŶe iŶ sĐhool has said aŶǇthiŶg. It͛s a shaŵe I ĐaŶ͛t just ǁaǀe it 
aŶd saǇ, ͚look I͛ǀe got the status͛, ďut Ǉou ĐaŶ͛t, ĐaŶ Ǉou? If eǀeƌǇthiŶg goes to plaŶ theŶ this ǁill ďe 
one of the best years of my entire life, planning my wedding, getting married, get my degree, this is 
special to me. 
I͛ǀe got thƌough the pƌoĐess. I do feel that Ǉou just get a pass oƌ fail ǁhiĐh is a ďit aŶŶoǇiŶg ďut I 
kŶoǁ ǁhat I put iŶto it. It͛s haƌd, ƌeallǇ haƌd ǁith the ǁoƌkload I͛ŵ juggliŶg aŶd I ďƌiŶg a lot of ǁoƌk 
home from work with planning, phonics and the data. I do everything the nursery teacher does but 
I͛ŵ supposed to ďe ǁith the ĐhildƌeŶ thiƌtǇ fouƌ houƌs, ďut soŵetiŵes ǁheŶ I͛ŵ ǁith the kids ŵǇ 
heads eǀeƌǇǁheƌe else aŶd that͛s upsettiŶg. TheŶ, ǁith aŶ iŵpeŶdiŶg Ofsted due, all the paperwork 
has to ďe up to date aŶd I͛ŵ eŶgaged Ŷoǁ ǁhiĐh is a ďig paƌt of ŵǇ life aŶd I͛ŵ tƌǇiŶg to juggle that. 
You͛ǀe Đaught ŵe oŶ a ďad daǇ, too ŵuĐh to do, too little tiŵe. I͛ŵ oŶ tƌaĐk iŶ ŵǇ head ďut Ŷot oŶ 
papeƌ; eǀeƌǇthiŶg I͛ŵ doiŶg foƌ work links in to it (EYPS), all I need to do is to track it, to remember 
that, and put it to the front of my mind. Since the last time I saw you a lot has gone on. It all came to 
a head, siŶĐe that daǇ ǁheŶ she didŶ͛t ǁaŶt ŵe to go to uŶi. MǇ ŵaŶageƌ is ƌeally supportive now, 
she ǁasŶ͛t uŶsuppoƌtiǀe, it Đaŵe fƌoŵ that little ďloǁ out. OŶ that daǇ I Ŷeeded to go to uŶi, ŵǇ 
manager wanted annual leave and there is not enough staff. She blamed it on the head so I e-mailed 
the head aŶd put it out theƌe ͚ǁhat͛s the deal ǁith this?͛AŶǇǁaǇ ǁe had a ďit of a disĐussioŶ aŶd 
theǇ said theǇ͛ƌe oŶlǇ thiŶkiŶg aďout ŵe, I doŶ͛t see the logiĐ of it, I uŶdeƌstaŶd that theǇ doŶ͛t ǁaŶt 
to get supply ďeĐause it eats out Ǉouƌ ďudget. AŶd Ǉou doŶ͛t ǁaŶt to let the ĐhildƌeŶ doǁŶ which 
puts pƌessuƌe oŶ as ǁell. The ĐhildƌeŶ aƌe oŶlǇ tǁo aŶd thƌee so theǇ do kŶoǁ ŵe, aŶd theǇ doŶ͛t 
want me not to be there, which is nice, and in their defence I did say to them that if we are short 
staffed that I ǁoŶ͛t go to uŶi. I͛ǀe oŶlǇ ďeeŶ tǁiĐe since September. As soon as I was brave enough 
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to put it out theƌe, EYP“ helps ǁith that, she Đaŵe doǁŶ aŶd said, ͚No ǁe ƌeallǇ ǁaŶt to suppoƌt Ǉou 
ǁith that͛. I͛ŵ Ŷot gettiŶg ŵoƌe tiŵe off ďut I͛ŵ ŵoƌe thaŶ happǇ to put aŶŶual leaǀe iŶ to go to 
college. It͛s aŶŶual leaǀe todaǇ, theŶ I͛ŵ Ŷot tied iŶ, Ŷot ĐoŶtƌaĐted iŶ. If I ǁas to fiŶd a joď at the 
end of EYP I have none of that guilt on my shoulders, well not as much, as if someone does support 
you loads out of their own pocket, you may not be able to leave straight away.  
TheǇ doŶ͛t uŶdeƌstaŶd ǁhat the ƋualifiĐatioŶ is aďout. I had ŵǇ peƌfoƌŵaŶĐe ŵaŶageŵeŶt aŶd I ǁas 
pƌaised loads, I͛ŵ heƌ ƌight haŶd ǁoŵaŶ, heƌ ǁiŶg ŵaŶ ďut eǀeƌǇ tiŵe I ŵeŶtioŶed EYP“ it ǁas 
skiƌted aƌouŶd; theǇ doŶ͛t see the liŶk ďetǁeeŶ EYPS and my work. Everything I do has massively 
iŵpƌoǀed, ǁhiĐh is iŶ paƌt put doǁŶ to ŵǇ studies ďut theǇ doŶ͛t see the ĐoŶŶeĐtioŶ. IŶ sĐhool if it͛s 
Ŷot got a Q iŶ fƌoŶt of it theŶ....aŶd soŵetiŵes ǁheŶ I͛ǀe ŵeŶtioŶed EYP“ to the FouŶdatioŶ “tage 
Leader it͛s ďƌushed off ďeĐause theǇ͛ƌe thiŶkiŶg, ͚What does she ǁaŶt?͛ AŶd ŵǇ ŵaŶageƌ is leǀel ϯ 
so I thiŶk she thiŶks I doŶ͛t ǁaŶt to talk too ŵuĐh aďout that. It͛s just Ǉou doŶ͛t feel Ǉou aƌe gettiŶg 
ŵuĐh ƌeĐogŶitioŶ ďut Ǉou͛ǀe got to ďe happǇ aŶd do it foƌ Ǉourself. I feel like I am a professional in 
my work. I have always thought early years was important, but once I was out of private day and 
such stereotypes and went to school I felt more of a professional. I have always behaved in a certain 
way, so if I go iŶto ŵǇ ƌooŵ aŶd ŵake a ĐhaŶge I doŶ͛t do it foƌ EYP, I do it as ŵǇ joď aŶd it is ǁoƌth 
it to see happy faces and get comments from the parents. This has been one of the hardest years, 
phǇsiĐallǇ, I͛ǀe eǀeƌ had ďut it͛s a good thiŶg, a seŶse of pƌide, so ǁheŶ I͛ŵ Đalled just suppoƌt 
staff.... I͛ǀe got soŵethiŶg to ďaĐk it up ǁith Ŷoǁ. I do get listeŶed to ďut theŶ oŶ aŶotheƌ daǇ, theƌe 
is a huge diǀide. I kŶoǁ ǁhat͛s ƌight, ďut ǁheŶ the FouŶdatioŶ “tage Leadeƌ, ǁho is a teaĐheƌ, saǇs 
something I know is not ƌight, Ŷot ǁƌoŶg, ďut the ǁƌoŶg ŵessages, I doŶ͛t iŶteƌƌupt. The Ŷeǆt daǇ 
ŵǇ ŵaŶageƌ tells heƌ, ďut theŶ it͛s ƌeallǇ fƌustƌatiŶg ďeĐause eǀeŶ ŵǇ ŵaŶageƌ saǇs she͛ll  get the 
FouŶdatioŶ “tage Leadeƌ to Đoŵe aŶd assess oŶe of ŵǇ ĐhildƌeŶ. I͛ǀe ďaseliŶed her and worked with 
heƌ foƌ fouƌ ǁeeks. “he͛s seleĐtiǀe ŵutisŵ aŶd she͛s staƌted talkiŶg, it͛s ďƌilliaŶt, she͛s ďƌilliaŶt ďut 
ŵǇ ŵaŶageƌ thiŶks she͛ll get soŵeoŶe iŶ to douďle ĐheĐk, aŶd the FouŶdatioŶ “tage Leadeƌ ǁill 
kŶoǁ ďest, she͛s a teaĐheƌ. It͛s haƌd. When I get this degree, maybe they will start to listen. the Head 
TeaĐheƌ Đoŵes doǁŶ aŶd saǇs, ͚CaŶ I speak to…͛ ;ŵǇ ŵaŶageƌͿ aŶd I saǇ, ͚CaŶ I help?͛ aŶd it͛s 
soŵethiŶg I do aŶd she doesŶ͛t ƌealise. It͛s fƌustƌatiŶg to ďe hoŶest at tiŵes. UŶless I ĐaŶ sit in the 
head teaĐheƌ͛s offiĐe aŶd saǇ I ĐaŶ ďe used as a teaĐheƌ, ĐaŶ I Ŷoǁ? Is it offiĐial theŶ, EYP“ ďeiŶg 
eƋuiǀaleŶt to EYT“? I ǁaŶt to get thƌough to ŵǇ head teaĐheƌ ǁhat I͛ŵ doiŶg; I doŶ͛t ǁaŶt to souŶd 
big headed but it is frustrating.  QTS and EYPS are equally qualified. in theory. Nobody really knows, 
ǁith all the ĐutďaĐks, all the ĐhaŶges. It͛s a shaŵe Ǉou Ŷo loŶgeƌ haǀe to haǀe oŶe iŶ eǀeƌǇ settiŶg. IŶ 
ŵǇ ŵaŶageƌ͛s eǇes I aŵ doŶg the ĐhildƌeŶ͛s ĐeŶtƌe teaĐheƌs͛ joď, I do so ŵuĐh faŵilǇ outƌeaĐh and 
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ǁe͛ǀe got so ŵaŶǇ CAFs. “he said it ǁould ŵake seŶse foƌ ŵe to ďe paid as the CC teaĐheƌ foƌ those 
daǇs. If it doesŶ͛t happeŶ at ǁoƌk eǀeŶ though I͛ŵ happǇ, it͛s seĐuƌe aŶd I haǀe a ƌeallǇ good 
relationship with my manager, I would have to look somewhere else. 
I feel like I͛ŵ pƌofessioŶal iŶ ŵǇ ǁoƌk. EǀeŶ if I had QT“, I͛d still ǁaŶt to ǁoƌk iŶ eaƌlǇ Ǉeaƌs. People, 
ďeĐause theǇ doŶ͛t uŶdeƌstaŶd it, saǇ, ͚Go do QT“͛. MǇ fƌieŶd, she͛s a teaĐheƌ, saǇs, ͚WhǇ didŶ͛t Ǉou 
do it ǁith ŵe?͛ I saǇ, ͚You kŶoǁ ǁhǇ, I ŵessed up iŶ siǆth foƌŵ͛.  I alǁaǇs thought I͛d ďe a teaĐheƌ, I 
remember me and my best friend, aged about ten, walking home from school talking about being 
teaĐheƌs, aŶd she is Ŷoǁ. I͛ǀe alǁaǇs kŶoǁŶ that I ǁaŶted to ǁoƌk ǁith ǇouŶg ĐhildƌeŶ; it͛s pƌoďaďly 
due to my life experiences. I had a troubled upbringing, well I lost my parents when I was six, and my 
grandparents took me under their wing and I stayed with my aunty and uncle at the weekends. 
Knowing I had that family there for me, I just wanted to make sure the littlies had that. Working with 
ǀulŶeƌaďle ĐhildƌeŶ is a good step foƌ ŵe. I didŶ͛t plaŶ oŶ doiŶg it this ǁaǇ ďut iŶ siǆth foƌŵ I ǁas 
working thirty seven hours in a restaurant and I was never going to stop working, I messed up. I got a 
job, started working in a nursery and went and did an apprenticeship. I progressed quickly in my 
ƌole. TheŶ oŶto ŵǇ fd ;fouŶdatioŶ degƌeeͿ, that ǁas useful I Đould eaƌŶ aŶd leaƌŶ. I kŶeǁ I ǁasŶ͛t 
going to stop, I liked it, I much prefer to have done it this way. I very much work better by myself and 
I have all that experience and saved up for a mortgage, a house, who knows I might not have got 
thƌough uŶi. Foƌ people outside the settiŶg the degƌee is iŵpoƌtaŶt, it͛s goiŶg up iŶ the ǁoƌld, a step 
up. My first thought aďout EYP“ ǁas it͛s a higheƌ ƋualifiĐatioŶ, ďut ďeĐause of the ĐhaŶges, eǀeŶ if I 
did do QT“, I͛d still ǁaŶt to ǁoƌk iŶ eaƌlǇ Ǉeaƌs. 
“iŶĐe I last spoke to Ǉou I͛ǀe got ŵaƌƌied, had a hoŶeǇŵooŶ ďut ďefoƌe that I͛d ŵet a ladǇ oŶ a 
course who was speaking to me about opening a brand new nursery. I jokingly asked if she had 
ƌeĐƌuited a deputǇ Ǉet, she hadŶ͛t. BasiĐallǇ I ŵissed the appliĐatioŶ deadliŶe, ŵuĐh too ďusǇ to 
think about writing it, I e-mailed her and apologised. Got married, had a honeymoon, and on my 
return one of my colleagues told me she had phoned. I decided that to get so many chances and to 
be wanted by someone it must be right. I got the job as Deputy Manager. It was really hard to leave 
my last job, it was hard telling my manager, but I knew it was the right thing to do for me. EYPS was 
not seen as anything in the school setting. As my manager was qualified to level 3, she had little 
knowledge of the meaning of the qualification. I felt I was underappreciated for all I did. 
I was so happy to be starting at a nursery from day dot; my new manager is also an EYP so she knows 
its worth and really wanted an EYP as a deputy. I am really enjoying the job. The first few weeks 
were difficult but I am now extremely positive. I input lots of new ideas, I͛ŵ leadiŶg oŶ leaƌŶiŶg aŶd 
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deǀelopŵeŶt, ‘eďeĐĐa tƌusts ǁhat I͛ŵ saǇiŶg as she kŶoǁs I͛ǀe had the eǆpeƌieŶĐe aŶd ďeeŶ 
studying. The other day at work I was trying to remember everything I did at my last job, activities, 
thiŶgs I͛d put iŶ plaĐe, aŶd I eŶded up going through my EYPS work, and I came up with loads of 
things to input. EYPS has made a significant impact on me gaining my new role. I recall the assessor 
saǇiŶg to ŵe that I ǁas doiŶg thƌee people͛s joďs. I thiŶk that pƌoŵpted ŵǇ ďƌaiŶ to staƌt thinking 
aďout a Ŷeǁ joď. I͛ǀe gƌoǁŶ so ŵuĐh iŶ ĐoŶfideŶĐe oǀeƌ the past fouƌ Ǉeaƌs studǇiŶg at HE aŶd I͛ǀe 
discussed with Rebecca the possibility of doing my honours next year. I decided on honeymoon that 
I wanted to do my honours, I was already missing studying.  
5.3 Emma 
5.3.1 Pen portrait 
Emma  
Emma is married with four children and is part owner of a small private day nursery, which is 
currently based in the village cricket club. Her business partner is a sleeping partner and Emma has 
full responsibility for the day to day running of the setting. Emma had enrolled on a teacher training 
programme some years ago and was firmly committed to more formal teaching in Key Stage 2. Then 
in her first year she found she was pregnant and, after waiting almost ten years for a child, decided 
to leave the course, imagining she would return later. She never did; having a child completely 
ĐhaŶged Eŵŵa͛s life aŶd heƌ peƌĐeptioŶ of ǁoƌkiŶg iŶ eaƌlǇ Ǉeaƌs. Eŵŵa theŶ deĐided to ǁoƌk as a 
full time childminder, something of a pƌaĐtiĐal deĐisioŶ, as she poiŶted out, ͚Imagine how much it 
ǁould Đost foƌ ĐhildĐaƌe foƌ fouƌ ĐhildƌeŶ͛. It was through her work as a childminder that she met her 
business partner and decided to buy the nursery. 
Prior to the birth of her children Emma had worked for ten years as a scientist, at one time testing 
the explosives required for seat belts and then testing milk products. Emma referred to herself as 
͚OCD͛ as a ǁaǇ of desĐƌiďiŶg hoǁ oƌgaŶised she had to ďe to ƌuŶ the laď. As Eŵŵa eǆplaiŶed ďoth 
her interest in science and her organisational skills have played a part in her career in early years. 
 
5.3.2 Monologue 
I never wanted to work with little ones. When I worked in a lab I used to say to my husband, ͚If kids 
could do this they would like science͛ aŶd he used to saǇ, ͚Well go ďaĐk to Đollege aŶd teaĐh theŶ͛. If 
it ǁasŶ͛t foƌ hiŵ I͛d still ďe plaǇiŶg ǁith ŵǇ test tuďes. TheŶ, just as I started my first year teacher 
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tƌaiŶiŶg, keǇ “tage Ϯ though, I got pƌegŶaŶt. I͛d tƌied foƌ a loŶg tiŵe aŶd it hadŶ͛t happeŶed. Then, of 
course, just as I started, it did. Anyway, I left. University they said I Đould ƌetuƌŶ iŶ fouƌ Ǉeaƌs aŶd I͛d 
never ever considered early years until my daughter went to nursery. I was still thinking about being 
a teacher and that was all about children sitting down and doing work. My daughter was a project; I 
foƌĐe fed heƌ ƌeadiŶg aŶd I didŶ͛t plaǇ ǁith heƌ. I regret that now. Nursery was a revelation to me. I͛d 
assumed they were fed and watered but one day they sent a letter home asking us to make up a 
natural box. Me being me, I thought what are they doing with that and they went through it all with 
me. They were very good. I was difficult, the mother from hell. I͛d asked to see theiƌ fiƌst aid 
certificate and CRBs and I used to turn up at odd times. I struggled with her attaching to her key 
person; she used to cry when I picked her up, but they were so patient with me. I was amazed when 
I saw what they were doing in the nursery. So I became a full time childminder, then this business 
ďeĐaŵe aǀailaďle, it͛s a fifteeŶ plaĐe daǇ ŶuƌseƌǇ. I ǁeŶt iŶto ďusiŶess ǁith a fƌieŶd, she͛s also a 
childminder, and we had nearly enough children between us to fill it. 
I͛d said a Đouple of Ǉeaƌs ago I ǁas goiŶg to do EYP“ ďut it got put off. TheŶ I got an apprentice and I 
said I ǁould ŵeŶtoƌ heƌ. “he͛d phoŶed aŶd said she ƌeallǇ ǁaŶted to do it aŶd theǇ doŶ͛t get paid 
much, but she accepted. When she first started, she talked over the children and now they are 
enthralled by her. She is doing brilliantly without a doubt and I have some practitioners who still 
haǀeŶ͛t got that. I thought, if I did EYP, I ĐaŶ help all ŵeŵďeƌs of staff. TheǇ͛ǀe ďeeŶ ǁoƌkiŶg iŶ eaƌlǇ 
years for years and years, much longer than me. TheǇ should ďe shoǁiŶg ŵe ďut I didŶ͛t feel they 
could. The staff have no idea what EYP is. When I told them they just said, ͚Why are you doing that 
as ǁell?͛  Tǁo of the paƌeŶts kŶoǁ aďout it ďeĐause theǇ aƌe teaĐheƌs aŶd theǇ said, ͚WhǇ didŶ͛t Ǉou 
do teaĐhiŶg?͛ aŶd I said, ͚it͛s effeĐtiǀelǇ the saŵe͛. “oŵetiŵes I do ƌegƌet it ďeĐause theƌe isŶ͛t the 
enthusiasm in school for science so I do it now with the littlies. 
 The status, Ŷo, it͛s Ŷot ƌeleǀaŶt ďut it͛s eŶaďliŶg ŵe to foĐus oŶ ƋualitǇ, Ŷot Ofsted ͚outstanding͛ but 
about what is going on with the ĐhildƌeŶ. If I͛ŵ goiŶg to ďe a ƌole ŵodel, I need to be able to do it 
myself. From watching the apprentice, I should be able to do that with all the staff. I want it to be 
aďout deǀelopiŶg all the staff. IŶ soŵe ǁaǇs I didŶ͛t thiŶk I had the ƌight. To be fair, they have much 
ŵoƌe eǆpeƌieŶĐe thaŶ ŵe, ďut I didŶ͛t thiŶk that ǁould ďe appƌopƌiate. If I͛ŵ ŵeaŶt to ďe leadiŶg 
staff I didŶ͛t ǁaŶt to ďe ͚Oh read through it, Ǉou͛ll ďe alƌight.͛ I͛ŵ Ŷot ďluffiŶg aŶǇŵoƌe. Well Ŷot 
bluffing. I͛ǀe alǁaǇs ďeeŶ good at ͚Yaďďeƌ, Ǉaďďeƌ, Ǉaďďeƌ͛ to Ofsted ďut I Ŷeed to ďe aďle to do it 
now. I tried to be manager and friend. I ǁasŶ͛t leadiŶg, I ǁas ĐoaĐhiŶg Ŷot eǀeŶ ĐoaĐhiŶg. I ǁas 
eitheƌ doiŶg it ŵǇself oƌ thought I ǁas ŵodelliŶg aŶd eǆpeĐtiŶg theŵ to folloǁ aŶd theǇ didŶ͛t. As an 
example, when I used to do an observation on staff, theǇ didŶ͛t ďat aŶ eǇelid ďeĐause I just skiƌted 
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round the issues. Now they say, ͚Oh I haǀeŶ͛t pƌepaƌed aŶǇthiŶg. ͚ I͛ŵ leadiŶg; it has created a role 
that ǁasŶ͛t theƌe ďut Ŷeeded to ďe theƌe, it͛s Đlaƌified ŵǇ ƌole aŶd the deputǇ is ŵaŶagiŶg ŵoƌe. I 
ǁas tƌǇiŶg too haƌd to ďe eǀeƌǇoŶe͛s fƌieŶd ďut I ǁas also ǀeƌǇ ĐoŶtƌolliŶg. I used to go thƌough theiƌ 
daily diaries every night and we had an hour a week when I double checked the folders. We͛ǀe 
moved away from how to do the assessment folder to how can I deal with this? Less task focused 
and managerial, more supervision. 
Foƌ the pƌogƌess ƌeǀieǁ ŵǇ ďit ǁas ǀeƌǇ useful, Ŷot the iŶteƌǀieǁ, I͛ŵ afƌaid. That didŶ͛t help ŵe at 
all. The interviewer was very black and white and said I had to be either confident or unconfident, so 
if I said I wanted to look into something, she marked that as unconfident. The biggest difference is 
sustained shared thinking. When I started DRO1, I thought it was just having a chat. I started looking 
iŶto it aŶd ƌealised it͛s so ŵuĐh ŵoƌe thaŶ that. I talked to the staff aďout it aŶd it͛s ŵade a ŵassiǀe 
difference. That was a massive thing that took off with everyone, although some staff are so 
absorbed with one or two children that theƌe ĐaŶ ďe a fight goiŶg oŶ Ŷeǆt to theŵ aŶd theǇ͛ǀe 
missed it. The staff are behaving differently too without a doubt. TheǇ͛ǀe goŶe ƌight aǁaǇ fƌoŵ, ͚Can 
you just look over,͛ to, ͚How do you think I could deal with...?͛ They see me as a role model but take 
notice rather than just a role model who will do it. We have meetings with an agenda now and they 
say, ͛Aƌe Ǉou gettiŶg Ǉouƌ ďoss head oŶ Ŷoǁ?͛ It͛s like ǁith the Health Visitoƌ; I instigated the 
meeting with her and I set up the agenda and we had ŵiŶutes. It͛s giǀeŶ ŵe the ĐoŶfideŶĐe to saǇ, 
͚I͛ŵ Ŷot a ďaďǇsitteƌ.͛ I͛ŵ pƌofessioŶalisiŶg ŵǇ ƌelatioŶships ǁhiĐh I ƌegƌet Ŷot doiŶg ďefoƌe. 
At the moment, EYPS is the easiest bit and I keep thinking I ought to be more concerned about this, 
ďut it͛s ŵoƌe helpful than a hindrance with everything else going on. The school in the village is 
starting a competing nursery. She will be charging twenty pounds a head for full day care. I ĐaŶ͛t 
compete with that. We mostly had NEF children but the parents got a letter from her saying we 
ŶotiĐe Ǉou aƌe Ŷot iŶ the sĐhool aŶd it͛s ƌeallǇ haƌd to aƌgue ǁith a Head TeaĐheƌ ǁho is saǇiŶg look 
transitions will be easier, siblings are here, it ǁill ďe easieƌ. “he͛s uŶdeƌĐut us dƌaŵatiĐallǇ aŶd told 
paƌeŶts theǇ ǁoŶ͛t get a plaĐe iŶ the sĐhool, aŶd as ŵuĐh as Ǉou tell paƌeŶts that͛s Ŷot the Đase it 
becomes your word against a head teacher. We lost seven children and the LoĐal AuthoƌitǇ͛s answer, 
just take all the funded two year olds. I got asked if I could provide a minibus to the next village 
ďeĐause paƌeŶts haǀeŶ͛t got the faĐilities, ďut I just ĐaŶ͛t do it. The tǁo Ǉeaƌ olds I haǀe, the parents 
need so much support. I͛ǀe put oŶ paƌeŶtiŶg Đlasses ďeĐause the paƌeŶts asked aďout pottǇ tƌaiŶiŶg 
and fussy eaters. They turned up at first but then just dribs and drabs. What ĐaŶ Ǉou do? It͛s Ŷot the 
ĐhildƌeŶ͛s fault ďut theǇ aƌe puttiŶg so ŵuĐh oŶ the Ŷuƌseƌies eǀeƌǇoŶe is stƌetĐhed. EǀeŶ the Health 
Visitor when she came about the two year old checks said, ͚BeĐause ǁe͛ƌe so ďaĐklogged you do the 
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check, then let me know and I can decide how long I need to meet with them for.͛ But it͛s Ŷot faiƌ, I 
doŶ͛t ǁaŶt it to Đoŵe ďaĐk oŶ ŵǇ staff, ǁe͛ƌe Ŷot “oĐial Woƌkeƌs. It͛s a ďit of a slog at the ŵoŵeŶt 
but I sat with the staff and explained how it all works and they even said, ͚Look those three months 
you made a loss.͛ I eǆplaiŶed that thiŶgs Đould ĐhaŶge dƌaŵatiĐallǇ, I͛ll ĐaƌƌǇ oŶ uŶtil “epteŵďeƌ aŶd 
I͛ǀe alǁaǇs paid foƌ theiƌ tƌaiŶiŶg, ďut if theǇ Ŷeed to look foƌ soŵeǁheƌe else I ǁouldŶ͛t blame 
them. The LA whipped everything away. It͛s the hot potato sĐeŶaƌio, aŶd theǇ͛ǀe just dƌopped us 
Ŷoǁ, uŶless ǁe take all the pƌoďleŵ tǁo Ǉeaƌ olds. It͛s Ŷot the Đhild͛s fault ďut the paƌeŶts Ŷeed so 
ŵuĐh help it͛s disheaƌteŶiŶg; the cuts are biting. Schools dominate and smaller settings get the 
dregs; we are expected to mop up the rest. 
I can see in a bigger setting that the EYP might be able to do this. Outside bodies will look at the EYP 
and say, ͚WhǇ aƌeŶ͛t Ǉou steppiŶg up aŶd ǁhǇ haǀeŶ͛t Ǉou doŶe this?͛ They could potentially do all 
the appraisals and that might justify a graduate wage, whereas I could never do that. I struggle 
eŶough ǁheŶ I͛ŵ Ŷot iŶ aŶd I haǀe to ďuŵp up soŵeoŶe else͛s ǁage. I know they are on rubbish 
ǁages ďut I͛ǀe alǁaǇs ďeeŶ opeŶ aďout ǁhat͛s ĐoŵiŶg iŶ. EYP“ ǀalidated ǁhat I alƌeadǇ did aŶd I 
definitely had to reflect but the process though! I possibly gave the impression that I was doing fine 
so I only saw my mentor for about fifteen minutes and she said, ͚Oh Ǉou͛ƌe fiŶe͛ aŶd then was left 
aloŶe. I doŶ͛t Ŷeed ĐheĐkiŶg up oŶ ďut aŶ e-mail would have been nice and those bloody standards 
they drove me mad. I had them on the wall in the office and thought that goes with that and that 
with that, but I took my folder and it seemed a bit thin, I saw these bulging folders. I tried to get hold 
of ŵǇ ŵeŶtoƌ aŶd she ǁas off, I ĐaŶ͛t ƌeŵeŵďeƌ ǁheƌe she ǁas. TheŶ ǁith the ĐhildŵiŶdeƌ; she 
ǁasŶ͛t doiŶg ŵuĐh ǁith heuƌistiĐ plaǇ so I iŶtƌoduĐed it, ďut I ĐouldŶ͛t tell heƌ ǁhat to do as she ǁas 
ǀeƌǇ eǆpeƌieŶĐed. “he ǁas ƌeallǇ ŶiĐe ďut ǁaŶted to do thiŶgs heƌ ǁaǇ so she ǁouldŶ͛t let ŵe take 
any pictures. She ǁƌote a pieĐe aŶd sigŶed it ďut I͛ŵ Ŷot suƌe she ǁill keep it up Ŷoǁ I͛ǀe left. 
Anyway, when the assessor came, that was the extent of my file and I said, ͚WheŶ Ǉou͛ǀe fiŶished 
with it, I can put it on the shelf and never look at it again.͛ She said, ͚No you must show it to Ofsted.͛ 
She ǁas aŶ Ofsted iŶspeĐtoƌ aŶd it tuƌŶed out to ďe eŶough. “he didŶ͛t ask ŵe ǀeƌǇ ŵuĐh ƌeallǇ, just 
about the planning and to see some other forms; she just wanted to know I had them. I will be 
puttiŶg it oŶ ŵǇ “EF foƌ Ofsted ďut I ǁoŶ͛t ďe puttiŶg up posteƌs iŶ the ǀillage, like the sĐhool that 
got a good Ofsted, ͚We aƌe Ŷoǁ a good sĐhool.͛ It͛s fuŶŶǇ ƌeallǇ.  I ǁill put it on the website. If 
parents see the word ͚teacher͛, that ǁill ŵake a diffeƌeŶĐe; I haǀe Ŷo pƌoďleŵ saǇiŶg it͛s the saŵe. 
It͛s paƌeŶts, theǇ aƌe the keǇ, the oŶes ǁho ƌead the Ofsted ƌepoƌt. If they look for settings with an 
EYP and Ofsted say the setting has an EYP, that will make a difference. 
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I was glad I did it; it validated what I was doing. I͛ŵ ƌeasoŶaďlǇ suƌe that ǁhat I ǁas doiŶg I ǁas 
supposed to ďe doiŶg, ďut Ǉou doŶ͛t haǀe aŶǇoŶe telliŶg Ǉou that aŶǇŵoƌe. We get Ŷo suppoƌt fƌoŵ 
the LA and it͛s Ŷot uŶtil Ofsted Đoŵe aloŶg, aŶd theǇ doŶ͛t eǀeŶ do that, theǇ just ĐheĐk that Ǉou aƌe 
meeting the legal requirements. Along with talking to other practitioners, it made a big change, like 
with the planning. I wanted it to be organic but actually it ǁas ƌetƌospeĐtiǀe. I͛d fouŶd I ǁas doiŶg all 
the planning. It ǁasŶ͛t ƌefleĐtiǀe of ǁhat the ĐhildƌeŶ ǁaŶted to do, it ǁas topiĐs I͛d ĐhoseŶ. Noǁ it͛s 
far more child led. Because they might do something at the weekend and then everything goes to 
pot. Now I know, if you asked the children, they would know what they were doing. It was good for 
the reflective process. I ĐaŶ͛t ƌeŵeŵďeƌ ǁhiĐh oŶe it ǁas Ŷoǁ, ďut I looked at oŶe of the poliĐies 
aŶd thought that just isŶ͛t ƌeleǀaŶt aŶǇŵoƌe. Noǁ, unfortunately, my thoughts aƌeŶ͛t the ŵost 
positive. I started EYPS thinking it would empower me to be more confident within my practice and 
to start with it had. Now I feel that the whole thing has been a waste of time. The qualification 
doesŶ͛t ƌeallǇ aŵouŶt to aŶǇthiŶg. Initially, I did feel validated by being an Early Years Professional, 
Ŷoǁ I see it as just a thiŶg I haǀe doŶe. I͛ŵ disappoiŶted, gƌosslǇ disappoiŶted ďǇ the faĐt that EYP“ 
isŶ͛t eƋuiǀaleŶt to aŶ EaƌlǇ Yeaƌs TeaĐheƌ. I would have waited a year to complete EYT instead. Now I 
doŶ͛t thiŶk I͛ll ďotheƌ ĐoŶtiŶuiŶg iŶ higheƌ eduĐatioŶ, ǁheƌeas duƌiŶg ŵǇ EYP I ǁas ĐoŶsideƌiŶg 
progressing to complete an MA. 
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5.4 Karen 
5.4.1 Pen portrait 
Karen 
Karen is a woman in her fifties and qualified in 1985 as a Nursery Nurse (NNEB). She has always 
worked in early years and cannot remember wanting to do anything else. Karen has four children 
and is a single parent, and when her children were young she continued to work in a local playgroup. 
Five years ago, Karen decided that the time was right to enrol on the foundation degree at university 
which is when we met. After successfully completing her foundation degree Karen enrolled on the 
Undergraduate Practitioner Pathway for EYPS. This pathway was designed for experienced 
practitioners to be able to study part time and work towards EYPS. Just before she began on this 
pathway, Karen agreed to be one of my participants in this study. We had established a tutor/tutee 
relationship while she was studying on the foundation degree and I knew a little bit about her 
personal and professional life. Karen had started at the small private day nursery about a year 
before she began EYPS and remained employed there for the duration of the course; however, she 
left this setting just before achieving EYPS.  
 
5.4.2 Monologue 
I never wanted to do anything else, ever since I left nursery. I used to take my dolls and teddies 
outside aŶd liŶe theŵ up. Theƌe͛s seǀeŶ Ǉeaƌs ďetǁeeŶ ŵe aŶd ŵǇ sisteƌ Deďoƌah aŶd ǁe speŶt a 
lot of time together. I think I was practising then. There was a lot of upset when I had to leave 
ŶuƌseƌǇ aŶd ŵǇ ŵuŵ said all I eǀeƌ ǁaŶted to do ǁas get ďaĐk theƌe. I thiŶk that͛s ǁhat it͛s aďout. I 
ǁas happǇ at ŶuƌseƌǇ. I doŶ͛t ƌeŵeŵďeƌ ďeiŶg happǇ ďut ǁheŶ I look at the photo I kŶow I was. I 
ƌeŵeŵďeƌ the sŵell of Đaďďage aŶd holdiŶg Deďoƌah͛s haŶd. You ǁaŶt the saŵe foƌ the ĐhildƌeŶ 
Ǉou look afteƌ, just positiǀe ǀiďes. Theƌe ǁeƌeŶ͛t the saŵe oppoƌtuŶities theŶ to go to uŶiǀeƌsitǇ, ďut 
getting the NNEB was something to be proud of. That͛s ǁhat Mƌs MĐMahoŶ the tutoƌ used to saǇ, 
͚Be pƌoud of Ǉouƌ ƋualifiĐatioŶ.͛ AŶd it ǁas haƌd to get iŶ; Ǉou ǁeŶt to Đollege, theƌe ǁeƌe oŶlǇ ϰϬ 
places. All through school, my options were geared towards getting a place; I did childcare, human 
biology and history. You had to do one or the other, history or geography, and I hated geography.  
It͛s Ŷot like that Ŷoǁ; aŶǇoŶe ĐaŶ get a leǀel ϯ aŶd Ŷo oŶe kŶoǁs ǁhat EYPs is. That ŵight ďe a good 
thing about EYTS; at least everyone knows or thinks they know what a teacher does. If I say to my 
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sisteƌ Ŷoǁ, ͚I͛ŵ doiŶg EYP“,͛ she saǇs, ͚What͛s that?͛ I saǇ, ͚A pƌofessioŶal ǁho ǁoƌks ǁith ǇouŶg 
ĐhildƌeŶ.͛ “he saǇs, ͚Oh ǁell, good luĐk ǁith that theŶ.͛ It͛s Ŷot heƌ thiŶg. 
Even at work they misunderstand what it is or theǇ doŶ͛t ǁaŶt to aĐkŶoǁledge it, at least the deputǇ 
aŶd ŵaŶageƌ. You see theǇ aƌe at the fƌoŶt of the ďuildiŶg aŶd theǇ doŶ͛t Đoŵe iŶ to the ƌooŵs so 
theǇ doŶ͛t kŶoǁ ǁhat ǁe do. That͛s ǁhǇ theǇ doŶ͛t uŶdeƌstaŶd aďout the status. “oŵe of ŵǇ 
colleagues do. TheǇ͛ll Đoŵe aŶd ask ŵǇ adǀiĐe, theǇ kŶoǁ aďout EYP“ aŶd so uŶoffiĐiallǇ I͛ŵ soƌt of 
leadiŶg pƌaĐtiĐe. OŶe of ŵǇ Đolleagues has aŶ EŶglish degƌee aŶd she͛s iŶspiƌed Ŷoǁ to do EYT“, that 
makes it worthwhile, but not the managers. Apparently one of them said, ͚“he͛d ďetteƌ Ŷot get paid 
ŵoƌe thaŶ ŵe ǁheŶ she gets EYP“.͛ I doŶ͛t kŶoǁ ǁhǇ she thiŶks that. I͛ŵ ǀeƌǇ faiƌ ǁith theŵ, I͛ǀe 
Ŷeǀeƌ asked foƌ ŵoƌe ŵoŶeǇ, I doŶ͛t ǁaŶt to ďe iŶ aŶ offiĐe, I doŶ͛t ǁaŶt theiƌ joďs. TheǇ aƌe Ŷot old, 
but they stopped at level ϯ. TheǇ doŶ͛t ǁaŶt to ďe ǁith the ĐhildƌeŶ, ŵaǇďe theǇ aƌe thƌeateŶed, I 
doŶ͛t kŶoǁ ǁhat it is. TheǇ do listeŶ though. TheǇ asked ŵe ǁhat I thought aďout the ďaďǇ ƌooŵ, so 
I told them they needed to access the top bit to be able to move round more, and have some jigsaws 
and puzzles on the table tops. The other Monday when I was here at Uni, they went and made the 
ĐhaŶges. TheǇ didŶ͛t take aŶǇ piĐtuƌes so theƌe͛s Ŷo ƌeĐoƌd of it foƌ ŵǇ file. I͛ll haǀe to ask theŵ to 
write a statement now, saying it was my idea, ďut theǇ had listeŶed to ǁhat I said, theǇ just ĐouldŶ͛t 
acknowledge it. 
It͛s ŵǇ ĐhoiĐe to do EYP“, foƌ ŵe. If I͛ŵ goiŶg to ďe ǁoƌkiŶg uŶtil I͛ŵ ϳϬ, I doŶ͛t ǁaŶt to ďe ĐhaŶgiŶg 
Ŷappies. If I had a pouŶd foƌ eǀeƌǇ ŶappǇ I͛ǀe ĐhaŶged, that͛s foƌ the ǇouŶg oŶes. I doŶ͛t ǁaŶt to ďe 
in the office but I do want a title and that status. I think the title is important for self esteem and 
how people view you. The NNEB and then getting the job at Butlins in the baby room was good for 
ŵǇ ĐoŶfideŶĐe. I didŶ͛t haǀe ŵuĐh ĐoŶfideŶĐe at sĐhool. I ƌeŵeŵďeƌ a teaĐheƌ saǇiŶg, ͚Well let͛s 
faĐe it, she͛s Ŷeǀeƌ goiŶg to ďe as Đleǀeƌ as Deďoƌah.͛ “he used to ƌeĐite tiŵes taďles goiŶg up the 
stairs. That put me off. Then I had psoriasis so the bullying that went with that knocked my 
ĐoŶfideŶĐe.  MǇ eldest is tǁeŶtǇ oŶe aŶd ǇouŶgest is fouƌteeŶ so I͛ǀe speŶt ŵost of ŵǇ tiŵe ďƌiŶgiŶg 
up children, as a single parent, and I put them first. I always worked with children, part time in a pre-
sĐhool ǁheŶ theǇ ǁeƌe little, that͛s aďout Ϯϴ Ǉeaƌs. It͛s tiŵe foƌ ŵe. I Ŷeed to ŵake a ďetteƌ 
standard of living for myself, be able to have a holiday once in a while, and because of my arthritis I 
ĐaŶ͛t get doǁŶ oŶ the flooƌ like I used to. This status should help ŵe ŵoǀe up, opeŶ soŵe dooƌs for 
me. Ideally there would be an office manager and then a manager in the rooms. That would be 
good, ideal foƌ ŵe. But I͛ŵ Ŷot goiŶg to get that heƌe; theǇ͛ǀe Ŷoǁ deĐided that the deputǇ is goiŶg 
to come out of the office to oversee practice, doing the job of the EYP. She is level 3, has only done 
training with the LA where they talk at you, not like this, and has been there fifteen years. I think to 
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be a reflective practitioner you have to have worked somewhere else or at least visited other 
settings. I thiŶk it͛s Ƌuite daŶgeƌous aĐtuallǇ to go oŶto this degƌee.  You ŶotiĐe thiŶgs a lot ŵoƌe, 
aŶd, ǁheŶ Ǉou ĐaŶ͛t put the ĐhaŶges iŶto pƌaĐtiĐe ďeĐause theǇ ǁoŶ͛t let Ǉou out of Ǉouƌ ƌooŵ, Ǉou 
hit  a ďƌiĐk ǁall, aŶd so Ǉou thiŶk, ͚Oh ŵǇ god, I͛ǀe got to get out of heƌe.͛ That͛s ǁhǇ I͛ǀe applied foƌ 
aŶotheƌ joď. It is a DeputǇ MaŶageƌ͛s ƌole ďut Ŷot iŶ aŶ offiĐe, leadiŶg pƌaĐtiĐe. I͛d ďe 
supernumerary.  I never asked about the money but they know about EYPS and want someone in 
that role. I will leave for the status I want. When I got my foundation degree I took in my certificate 
so theǇ Đould take a ĐopǇ. I said, ͚Do Ǉou ǁaŶt to fƌaŵe it aŶd put it oŶ the ǁall?͛ TheǇ said, ͚No.͛ I 
was sort of joking but they do have certificates on the wall, first aid and food hygiene. That piece of 
papeƌ is iŵpoƌtaŶt, ǁell to ŵe. WheŶ I said to ŵǇ ŵuŵ aŶd dad, ͚Aƌe Ǉou ĐoŵiŶg to ŵǇ gƌaduatioŶ?͛ 
theǇ ĐouldŶ͛t Đoŵe aŶd ŵǇ dad said, ͚it͛s just a pieĐe of papeƌ isŶ͛t it?͛ It ǁasŶ͛t ŵeaŶt to huƌt like it 
did. 
 Status does matter. We have a board on the wall at work with the manager and deputy manager at 
the top. Theƌe͛s Ŷo ƋualifiĐatioŶs oŶ theƌe aŶd I͛ŵ the ŵost Ƌualified peƌsoŶ theƌe, theŶ uŶdeƌŶeath 
we are all just nursery nurses, the little people. The other day she (the manager) was preparing the 
agenda for a meeting and she had written items the committee would like to discuss, items the 
ŵaŶageƌs ǁould like to disĐuss aŶd iteŵs the people ǁould like to disĐuss. That͛s us the little people. 
I͛ŵ ĐoŶfideŶt Ŷoǁ to ďe aŵďitious. I put ŵǇ career on hold for a lot of years and now I want to get 
oŶ. WheŶ oŶe of the staff got heƌ leǀel Ϯ, I thought it should go iŶ the Ŷeǁsletteƌ ďut theǇ said, ͚No͛.  
If they had done they could have done that with me. I think the parents would like to know. It would 
be nice to be acknowledged. Some of the parents do know. They are really supportive; we get a lot 
of paƌeŶts ǁho aƌe studeŶts at the uŶiǀeƌsitǇ so ǁheŶ theǇ see ŵe ĐoŵiŶg theǇ ask ǁhat I͛ŵ doiŶg. 
The children know, they get their handbags and role play getting on the bus to go to uni. One of the 
staff has heƌ daughteƌ at the settiŶg aŶd she ƌole plaǇs, ͚I͛ŵ goiŶg to get ŵǇ NVQ. What aƌe Ǉou 
goiŶg to do at uŶi?͛ “o uŶi is Ŷot aŶ alieŶ ǁoƌd ǁhiĐh is Ŷot a ďad thiŶg.  
It͛s haƌd to judge if Ǉou͛ǀe ŵade a diffeƌeŶĐe ǁith the ĐhildƌeŶ ďeĐause Ǉou͛ƌe at it all the tiŵe, ďut 
ǁith the staff, I haǀe ŵoƌe leadeƌship theƌe. I͛ǀe spokeŶ to the ƌooŵ leadeƌs, ͚Is theƌe soŵethiŶg 
that Ŷiggles Ǉou, let ŵe kŶoǁ.͛ I͛ŵ Ŷot telliŶg theŵ ǁhat to do ďut I aŵ telliŶg theŵ ǁhat I am 
doiŶg, tƌǇiŶg to ƌaise aǁaƌeŶess. It is diffiĐult to get iŶto the otheƌ ƌooŵs ďut I͛ŵ ĐhiselliŶg aǁaǇ at 
ŵaŶageŵeŶt, ͛Let ŵe out͛. I doŶ͛t thiŶk theǇ kŶoǁ ǁhat the status is, ǁhat aŶ EYP should ďe doiŶg. I 
talked to heƌ ;the ŵaŶageƌͿ aďout ͚Moƌe Gƌeat ChildĐaƌe͛ aŶd she ǁas eǆĐited aďout ŵe ďeiŶg aŶ 
EYT aŶd haǀiŶg ŵoƌe ĐhildƌeŶ. I told heƌ that I ǁasŶ͛t goiŶg to get ŵoƌe eǇes; I͛ǀe alƌeadǇ got theŵ 
iŶ the ďaĐk of ŵǇ head. You haǀe the tǁo Ǉeaƌ olds iŶ the ǁateƌ aŶd it͛s all oǀeƌ the flooƌ aŶd ďefoƌe 
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Ǉou tuƌŶ ƌouŶd it͛s oǀeƌ the head of the peƌsoŶ Ŷeǆt to theŵ. I said, ͚No.͛ I thiŶk EYT“, oh ŵǇ 
goodness that is really going to put the pressure on; parents will want you to teach them to read and 
ǁƌite ǁheŶ theǇ aƌe ŵeaŶt to ďe plaǇiŶg. I͛d hoped theǇ͛d go toǁaƌds the “ǁedish ŵodel; it doesŶ͛t 
get formal until they are seven. They are just going to be put off education. 
At least Ŷoǁ I͛ǀe fiŶished the degƌee I ĐaŶ ďƌeathe. I used to thiŶk, ͚Aŵ I Đleǀeƌ eŶough to get a 
degƌee?͛ aŶd I tell ŵǇself off ǁheŶ I see someone else on another pathway with a drama degree and 
Ŷo ĐhildĐaƌe eǆpeƌieŶĐe. ͚TheŶ I thiŶk, ͚If she ĐaŶ get heƌ EYP“.͛ TheŶ I thiŶk, ͚What aƌe theǇ lookiŶg 
foƌ, it͛s all a ďit foggǇ, ǁhat aƌe theǇ goiŶg to oďseƌǀe?͛ I Ŷeed to get ďaĐk oŶ tƌaĐk, to get organised. 
But the tƌaŶsitioŶ foƌŵs haǀe just aƌƌiǀed aŶd I͛ǀe got siǆteeŶ keǇ ĐhildƌeŶ, so I͛ǀe got all theiƌ files to 
do aŶd the tƌaŶsitioŶ files. WheŶ I͛ŵ iŶ the ƌooŵ, theƌe aƌe tǁo staff aŶd fifteeŶ ĐhildƌeŶ so theƌe͛s 
no chance at all to do files, uŶless it͛s Ƌuiet oŶ a ŵoƌŶiŶg.  I should ďe aďle to do it, I should ďe aďle 
to put evidence together that reflects my level of work, a professional level of work.  It should be 
stƌaightfoƌǁaƌd ďut theŶ I thiŶk, ͚Is this ǁhat theǇ ǁaŶt? What do theǇ ǁaŶt?͛ AŶǇǁaǇ, I͛ǀe got Ŷo 
life now until the twentieth of July. 
I feel ďetteƌ Ŷoǁ that it͛s all oǀeƌ ;the settiŶg ǀisitͿ ďut shall I tell Ǉou hoǁ theǇ saďotaged ŵǇ ǀisit? I 
souŶd like I͛ŵ ŵoaŶiŶg all the tiŵe. You ǁoŶdeƌ if Ǉou͛ƌe paƌaŶoid, aŶd I tuƌŶed iŶto a diva at the 
eŶd. That͛s Ŷot like ŵe. People tell ŵe I͛ŵ ǀeƌǇ toleƌaŶt ďut theǇ ǁeƌeŶ͛t giǀiŶg ŵe oppoƌtuŶities to 
go in the room and you have to do something in the baby room. So I did my assignments but they 
ǁeƌe ƌushed. TheŶ Ǉou thiŶk, ͚TheǇ͛ƌe Ŷot up to sĐƌatĐh,͛ aŶd I ǁas disappoiŶted, Đƌoss ǁith ŵǇself 
foƌ Ŷot ďeĐoŵiŶg a diǀa sooŶeƌ ďut Ǉou doŶ͛t ǁaŶt to ƌoĐk the ďoat. “o, foƌ ŵǇ oďseƌǀatioŶ of 
pƌaĐtiĐe, ǁe͛d ďeeŶ doiŶg aďout JaĐk aŶd the BeaŶ “talk. OŶe of the ĐhildƌeŶ had ďeeŶ to see it.  I 
brought iŶ ŵǇ JaĐk aŶd the BeaŶ “talk puppets aŶd ǁe͛d plaŶted ďeaŶs, Ǉou kŶoǁ iŶ ĐottoŶ ǁool, 
aŶd ǁatĐhed theŵ gƌoǁ. TheŶ, ǁheŶ theǇ got too ďig, ǁe͛d plaŶted theŵ out iŶ the gaƌdeŶ. “o, oŶ 
the Friday before I left, I asked the manager to get some grapefruits to put around the bottom of the 
beans to stop the slugs from eating them. I told her they were part of my observation of practice. On 
the MoŶdaǇ I ǁasŶ͛t iŶ, it ǁas suďŵissioŶ daǇ, aŶd theŶ ǁheŶ I ǁeŶt iŶ oŶ the TuesdaǇ theǇ͛d all 
ďeeŶ pulled up. “he͛d told the handyman to pull them up because they were looking untidy. That 
ǁas teŶ daǇs ďefoƌe ŵǇ oďseƌǀatioŶ. You feel like Ǉou͛ǀe had Ǉouƌ legs kŶoĐked out fƌoŵ uŶdeƌ Ǉou. 
It͛s Ŷot just that theǇ ǁeƌe paƌt of ŵǇ oďseƌǀatioŶ of pƌaĐtiĐe ďut the ĐhildƌeŶ ǁeƌe ǁaiting for 
theŵ. I ǁeŶt iŶto the offiĐe aŶd asked, ͚Haǀe the ďiŶ ŵeŶ ďeeŶ? ͛ “he asked ǁhǇ aŶd I said, ͚I 
thought I ŵight tƌǇ aŶd ƌesĐue the ďeaŶs,͛ aŶd she just put heƌ head doǁŶ, she ǁouldŶ͛t eǀeŶ look 
at ŵe, she kŶeǁ theǇ ǁeƌe foƌ ŵǇ oďseƌǀatioŶ.  I͛ŵ assured by the committee that it was an 
aĐĐideŶt ďut ŵǇ poiŶt is, ǁhǇ doesŶ͛t the ŶuƌseƌǇ ŵaŶageƌ kŶoǁ ǁhat͛s gƌoǁiŶg iŶ the gaƌdeŶ, ǁhǇ 
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doesŶ͛t she kŶoǁ ǁhat the ĐhildƌeŶ aƌe doiŶg? AŶd she hasŶ͛t eǀeŶ spokeŶ to ŵe aďout it. If I had 
doŶe that, I͛d haǀe ďeeŶ all oǀeƌ aŶd I ĐouldŶ͛t haǀe doŶe eŶough to ŵake up foƌ it. OŶe of the 
Đoŵŵittee did get soŵe ŵoƌe plaŶts ďut theǇ looked a ďit, Ǉou kŶoǁ, as plaŶts do ǁheŶ theǇ͛ǀe 
been moved, they need time to settle in. She did try though. 
That͛s just oŶe of the little things that happened, well it was a big thing really, and when all these 
thiŶgs keep happeŶiŶg Ǉou just ǁoŶdeƌ ǁhǇ. I͛d ŵade a slide shoǁ of the ĐhildƌeŶ͛s photos to put oŶ 
a DVD and play them on the laptop. The committee members really liked the idea so they bought a 
TV for the wall. So I had this DVD, set it to music and put all the captions on. I did it in my lunch hour 
and it took me two weeks. The TV sat under her desk for three to four weeks; she hid it so the 
ĐleaŶeƌ ǁouldŶ͛t piŶĐh it. “o foƌ ŵǇ setting visit I had to resort to one of those little silver ones that 
sit on a table. My observation of practice was on the Thursday and the following Monday the TV was 
put oŶ the ǁall.  “he defiŶitelǇ kŶeǁ ďeĐause I͛d shoǁŶ heƌ soŵe of it aŶd she said, ͚If we put that 
up, Ǉou͛ǀe got to keep doiŶg it,͛ aŶd Ŷoǁ I doŶ͛t feel like ŵakiŶg ͚eŵ aŶǇ ŵoƌe. TheŶ Ǉou feel Ǉou͛ƌe 
ďeiŶg paƌaŶoid. TheŶ theǇ offeƌed ŵe this EYP ƌole. Befoƌe ŵǇ ǀisit, theǇ told ŵe that theǇ͛d 
interviewed someone for the baby room but they were more suitable for the pre-school room 
(where Karen is normally based), which I thought was a bit strange, but I thought if I want to get in 
the ďaďǇ ƌooŵ I͛d ďetteƌ agƌee. TheǇ had ŵe oǀeƌ a ďaƌƌel ƌeallǇ. It ǁasŶ͛t a pƌoŵotioŶ; theǇ just 
wanted cover ƌeallǇ. TheŶ ǁheŶ the ǁoŵaŶ didŶ͛t Đoŵe, I said, ͚I pƌesuŵe that͛s Ŷot happeŶiŶg 
Ŷoǁ.͛ TheǇ didŶ͛t saǇ aŶǇthiŶg ďut theŶ I fouŶd ŵǇ joď adǀeƌtised oŶ the LoĐal AuthoƌitǇ ǁeďsite 
aŶd theǇ͛ǀe fouŶd soŵeoŶe to take oǀeƌ ŵǇ joď. I told theŵ, ͚Hoǁ ĐaŶ Ǉou giǀe me a job without a 
joď desĐƌiptioŶ? AŶd I doŶ͛t ǁaŶt it,͛ ďut theǇ͛ǀe just Đaƌƌied oŶ. The ŵaŶageƌ said, ͚You͛ƌe just goiŶg 
to ďe ĐoǀeƌiŶg,͛ ďut the Đoŵŵittee ŵeŵďeƌ said, ͚We doŶ͛t see it like that.͛ “he just tells the 
committee what they want to hear. They think we get our rotas four weeks in advance; sometimes 
we get it on Sunday for the next week. 
If I do this EYP ƌole, I͛ŵ still oŶ the saŵe leǀel of ǁages, still oŶ the saŵe leǀel as the ƌooŵ seŶioƌs. I 
ǁoŶdeƌ if theǇ aƌe eǆpeĐtiŶg ŵe to leaǀe. TheǇ͛ƌe thiŶkiŶg, ͚Hoǁ ĐaŶ ǁe get ƌid of heƌ?͛ But theǇ 
ĐaŶ͛t just giǀe Ǉouƌ joď aǁaǇ aŶd saǇ, ͚“ee Ǉou lateƌ,͛ suƌelǇ. MǇ sisteƌ ǁoƌks iŶ H‘ aŶd she saǇs its 
ĐoŶstƌuĐtiǀe disŵissal aŶd it͛s a ǀeƌǇ stƌoŶg Đase ďut I doŶ͛t ǁaŶt to do that. People saǇ keep a 
record ďut it͛s like Ǉou͛ƌe dǁelliŶg oŶ it aŶd I just ǁaŶt to get oŶ ǁith it. It͛s ƌeallǇ sad ǁheŶ Ǉouƌ 
parents appreciate you but not your managers. I asked them to do witness statements for my file 
ďut theǇ didŶ͛t. OŶe of the paƌeŶts did aŶd I had teaƌs iŶ ŵǇ eyes when I read it; she acknowledged 
all the ĐhaŶges I had ŵade. I just hope it͛s eŶough ƌeallǇ. The giƌls I ǁoƌk ǁith ǁeƌe ƌeallǇ, ƌeallǇ 
suppoƌtiǀe ďut it ǁas ƌeallǇ stƌessful. It͛s ďeeŶ a loŶg haƌd slog. Not the ǁoƌk ĐoŶteŶt, that͛s easǇ if 
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you can get into the room and make the changes. On the day of the setting visit I was meant to be 
supernumerary and the manager decided not to come in and the deputy manager was late. So 
eǀeƌǇthiŶg ǁasŶ͛t set up hoǁ I͛d like it to haǀe ďeeŶ ďeĐause the ĐhildƌeŶ staƌted coming in and I 
had to be in there.  I wanted to greet the assessor but she met her then just came in and said 
͚Theƌe͛s a ǀisitoƌ ǁaitiŶg foƌ Ǉou.͛ Oh ŵǇ god, I just felt like I ǁas floatiŶg up theƌe aŶd I doŶ͛t kŶoǁ 
what the assessor saw of me. I thought I just need to get this over and done with now. I knew the 
staff were on my side but they could have worked with me instead of against me, tripping me up on 
the ǁaǇ. It͛s aďout laĐk of kŶoǁledge ƌeallǇ; theǇ͛ƌe leǀel ϯ tƌǇiŶg to hold oŶ to ǁhat Ǉou͛ǀe got, 
kŶoǁiŶg that Ǉou haǀeŶ͛t ŵoǀed up. TheŶ the otheƌ daǇ the deputǇ said to ŵe, ͚I͛ŵ thiŶkiŶg of 
doiŶg ŵǇ EYP ďeĐause aŶǇthiŶg I Ŷeed I͛ll just Đoŵe aŶd ask Ǉou.͛ TheǇ doŶ͛t kŶoǁ ǁhat it͛s aďout; I 
said, ͚I ĐaŶ͛t do Ǉouƌ degƌee foƌ Ǉou.͛ “he͛s Ŷot eǀeŶ a level 4; I might have had a bit more respect for 
heƌ if she had doŶe heƌ leǀel ϰ.TheǇ Ŷeǀeƌ asked hoǁ I got oŶ ǁith ŵǇ ǀisit, ŶothiŶg. I͛ǀe got Ŷo 
qualifications there.  I just hope that if I get away from that situation I might get my confidence back.  
I am applying for jobs, even in a hotel reception. I got offered a job but I turned it down because 
they wanted me to start straight away and defer my setting visit, and I thought how would I know if 
it would be better. I rang about a job yesterday and told heƌ I͛d just goŶe thƌough the assessŵeŶt 
pƌoĐess ďut I didŶ͛t kŶoǁ the outĐoŵe, aŶd she said, ͚Oh ǁe͛ƌe lookiŶg foƌ a leǀel ϯ.͛ “o I said, ͚Aŵ I 
oǀeƌ Ƌualified?͛ aŶd she said, ͚Well Ǉou͛ll ďe lookiŶg foƌ a higheƌ ǁage aŶd ǁe ĐaŶ͛t affoƌd it͛ aŶd I 
said, ͚Well, ǁheƌe I aŵ Ŷoǁ, I͛ŵ Ŷot oŶ a higheƌ ǁage. I just ǁaŶt to ďe iŶ a plaĐe ǁheƌe ŵǇ 
ƋualifiĐatioŶs aƌe aĐkŶoǁledged.͛ That͛s ǁhǇ I͛ǀe doŶe this, foƌ ŵe, Ŷot foƌ theŵ, aŶd I told this ladǇ 
that just ďeĐause I͛ŵ aŶ EYP doesŶ͛t ŵeaŶ  I kŶoǁ eǀeƌǇthiŶg. We͛ƌe supposed to learn from each 
otheƌ, that͛s the ǁhole poiŶt to shaƌe kŶoǁledge. Theƌe͛s Ŷo EYP joďs; theǇ aƌe Ŷot sought afteƌ. 
They want a manager who has EYP with management experience; they want it all. I think the 
government have got to realise that they have all these people with qualifications and managers 
ǁho aƌe leǀel ϯ fightiŶg agaiŶst us, so ǁheƌe aƌe ǁe all goiŶg to go? It͛s just Ŷot Ǉouƌ Ŷoƌŵal 
ďaĐkstƌeet ŶuƌseƌǇ. TheǇ aƌe fightiŶg to hold oŶ. TheǇ ĐaŶ͛t tell those ŵaŶageƌs to get Ƌualified 
because theǇ aƌe alƌeadǇ theƌe; theƌe͛s Ŷo ƌooŵ foƌ us. HaǀiŶg the degƌee, iŶ soŵe ǁaǇs it does help 
aŶd soŵeoŶe else fƌoŵ the settiŶg is doiŶg EYP. “he͛s ƌeallǇ Ŷeƌǀous ďeĐause she͛s seeŶ ǁhat I ǁeŶt 
thƌough ďut she ǁoƌks paƌt tiŵe aŶd ǁill do a plaĐeŵeŶt. “he͛s already got an English degree, so 
that͛s a good outĐoŵe. I haǀe helped put soŵe thiŶgs iŶ plaĐe, heuƌistiĐ plaǇ. We used to haǀe 
pƌoďleŵs ǁith the toddleƌs ďitiŶg aŶd that͛s ŵuĐh ďetteƌ Ŷoǁ aŶd the ƌooŵ leadeƌ tells ŵe ͚You͛ǀe 
doŶe loads KaƌeŶ.͛ I ĐaŶ͛t see it. IŶ ŵǇ ǁoƌk, it͛s ŵade ŵǇ life haƌdeƌ aŶd I haǀe to thiŶk ǁhat it ĐaŶ 
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do foƌ ŵe iŶ the futuƌe. It͛s aďout feeliŶg ǀalued that͛s ǁoƌth a lot to ŵe. Peƌhaps if I pass, I͛ll ďe like, 
͚Oh ǁoǁ͛ aŶd I ǁill get ŵǇ ĐoŶfideŶĐe ďaĐk. 
If I had known the problems that I would face by updating my knowledge, I would probably never 
have even started my foundation degree. Though studying towards a degree and EYPS has given me 
a great sense of achievement and self gratification, I am grateful for the opportunity to achieve 
something I never thought possible. I like to think that EYPS played a part in me being offered my 
Ŷeǁ joď. I͛ŵ a “eŶioƌ NuƌseƌǇ Nuƌse, oŶ the staff photo ďoaƌd, paƌt of the ŵaŶageŵeŶt teaŵ. The 
only difference that my qualification has made is when we are short staffed at work they take 
adǀaŶtage of ŵǇ status ďǇ giǀiŶg ŵe a ϭ:ϭϯ ƌatio, aŶd I͛ŵ oŶ ŵiŶiŵuŵ ǁage. EYP“ is Ŷot ƌeallǇ 
aĐkŶoǁledged ďǇ felloǁ pƌaĐtitioŶeƌs, ŵaǇďe ďeĐause theǇ doŶ͛t uŶdeƌstaŶd it. I aŵ hopiŶg that it 
will in time. 
5.5Lauren 
5.5.1 Pen portrait 
Lauren  
Lauren is twenty one years old and has one older sister who is a solicitor and a younger sister of 
fifteen who is still at school, and who wants to be a chef. Lauren is engaged and has a group of close 
friends who have known each other since pre-school. At the first interview she included photographs 
of heƌ sisteƌs, fƌieŶds aŶd fiaŶĐé as the people ǁho suppoƌt heƌ aŶd desĐƌiďed heƌ faŵilǇ as ͚ǀeƌǇ 
Đlose͛.  As LauƌeŶ ǁas gƌoǁiŶg up, heƌ ŵuŵ ǁoƌked as a ĐhildŵiŶdeƌ aŶd LauƌeŶ talked about being 
suƌƌouŶded ďǇ ĐhildƌeŶ aŶd ͚loǀiŶg it͛.  
Lauren works in a private pre-school which is owned by her aunt, she has been at the pre-school 
since leaving school after her A levels. When Lauren was younger her aunt and her daughter, 
LauƌeŶ͛s Đousin lived with Lauren and her family for a time, and Lauren has a close relationship with 
her aunt.  Lauren completed her NVQ level 3 at the pre-school and her job title is Pre-School 
Assistant. Although she has only worked at one setting, Lauren has undertaken a placement at 
KaƌeŶ͛s settiŶg to gaiŶ eǆpeƌieŶĐe iŶ the ďaďǇ ƌooŵ. At heƌ oǁŶ settiŶg LauƌeŶ has ƌespoŶsiďilitǇ foƌ 
fourteen key children aged between three and five years, and, although she describes herself as 
ambitious, she cannot imagine herself working as a manager in the office.  After completing her level 
3 Lauren enrolled on the foundation degree at the university, where we met, and then decided to 
progress onto EYPS. After EYPS, Lauren is keen to complete the BA (Hons) Early Years so that she can 
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work in a school as a Reception teacher.  
 
5.5.2 Monologue 
I ĐaŶ͛t ƌeŵeŵďeƌ, ǁell ŶothiŶg speĐifiĐ, that I ǁaŶted to do at sĐhool. You kŶoǁ ǁheŶ theǇ ask Ǉou, 
͚What do Ǉou ǁaŶt to ďe?͛ OŶe daǇ I ǁaŶted to ďe a ǀet, the Ŷeǆt a haiƌdƌesseƌ ďut I alǁaǇs loved 
children. I was always surrounded by children, having younger siblings, and mum was a childminder. 
I used to babysit and was interested in children. But at school you were channelled into sixth form 
and it was all about A levels and going to university. I chose my options, nothing to do with what I do 
Ŷoǁ, PsǇĐhologǇ, Teǆtiles..ĐaŶ͛t ƌeŵeŵďeƌ.. oh aŶd BiologǇ. IŶ Yeaƌ ϭϬ I ǁeŶt iŶto a sĐhool foƌ ŵǇ 
work experience and I loved it and wanted to be a Reception teacher, but I was no good at exams 
and it was all aďout uŶiǀeƌsitǇ. I didŶ͛t get the gƌades. NVQ ǁould haǀe ďeeŶ ďetteƌ foƌ ŵe ďut ǁe 
didŶ͛t get aŶǇ adǀiĐe. I thiŶk ŵǇ auŶtǇ has ďeeŶ ƌeallǇ iŵpoƌtaŶt. “he gaǀe ŵe that ĐhaŶĐe, she took 
a chance, gave me a job in the pre-school after my A levels when I thought what will I do now? After 
A levels, I was downhearted but the foundation degree turned that round a bit and to be honest I 
thiŶk I͛ŵ ďetteƌ off thaŶ those doiŶg full tiŵe uŶi. I͛ll haǀe fiǀe Ǉeaƌs eǆpeƌieŶĐe aŶd the gƌades. I did 
want to move out and live with friends but this has so worked out best for me. 
EYP“ is the Ŷeǆt step up. I ǁaŶt to ŵoǀe oŶ aŶd up. I͛ŵ iŶ a pƌiǀate faŵilǇ pƌe-school and I will have 
to ŵoǀe oŶ. EYP“ ǁill ŵoǀe ŵe oŶ. That͛s ǁhat I Ŷeed, ŵoƌe of a ĐhalleŶge. I͛ǀe ďeeŶ theƌe since 
leaǀiŶg sĐhool aŶd, as theǇ haǀe aŶ EYP, theƌe͛s Ŷot so ŵuĐh I ĐaŶ ďƌiŶg to the taďle. I͛ŵ luĐkǇ to 
have support in my setting; they are really pushing me. The EYP has already highlighted about seven 
things on her job description for me to do, and I͛ŵ leadiŶg all the plaŶŶiŶg ŵeetiŶgs Ŷoǁ. I͛ǀe heaƌd 
fƌoŵ soŵe of the otheƌs hoǁ theǇ stƌuggle to get tiŵe off to atteŶd EYP“ daǇs. I͛ŵ luĐkǇ the pƌe-
school leader is an EYP. Level 3s have not really heard of it or understand it. Some people come into 
childĐaƌe as a last ƌesoƌt aŶd it͛s Ŷot a passioŶ. “oŵe people aƌe Ŷot iŶ the ƌight joď positioŶ; theǇ 
haǀe the title ͚ŵaŶageƌ͛ ďeĐause theǇ haǀe ďeeŶ theƌe loŶgest, ďut theǇ aƌe Ŷot doiŶg ǁhat͛s oŶ the 
badge. Things are stricter now you have to have English and Maths and EYTS or EYPS to be in with 
the children, that means they get the direct benefit, but managers need skills and training. Managers 
do Ŷot haǀe to ďe haŶds oŶ ďut theǇ Ŷeed tƌaiŶiŶg. EYT is ƌeallǇ good ďeĐause it͛s aŶ iŶĐeŶtiǀe to 
work for it. It͛s the ƌight to ďe heƌe, aŶd it ǁill ďƌiŶg a lot ŵoƌe people iŶto eaƌlǇ Ǉeaƌs ƌatheƌ thaŶ 
just primary and secondary. The EYT will know about play and can implement it better than some of 
the others and because of their leadership they will be able to get it aĐƌoss to staff, so that it ǁoŶ͛t 
ďe too foƌŵal. It͛s defiŶitelǇ a good thiŶg. 
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I thiŶk ǁheŶ Ǉou aƌe ǇouŶg Ǉou aƌe Ŷot seeŶ as pƌofessioŶal at ǁoƌk; Ǉou͛ƌe just theƌe ǁith the kids. 
Some people walk in and see you as a student or a volunteer, whereas you͛ǀe ďeeŶ theƌe fiǀe Ǉeaƌs 
aŶd I͛ŵ Ƌuite eǆpeƌieŶĐed foƌ ŵǇ age. “o ǁheŶ Ǉou get this status people ǁill thiŶk, she͛s got the 
degree and done the work. It gives you a lot more self worth and confidence. I think a lot of people 
look at Ǉou aŶd thiŶk Ǉou͛ǀe Ŷot doŶe ǀeƌǇ ǁell at sĐhool so Ǉou͛ǀe goŶe iŶto ĐhildĐaƌe, just theƌe to 
ďaďǇsit. Wheƌeas, aĐtuallǇ, I͛ǀe doŶe all this ǁoƌk aŶd ǁe͛ƌe Ŷot just heƌe to look afteƌ the ĐhildƌeŶ 
but to educate them. I hated school. My first day at primary, the childminder said they had to peel 
me off her. I want to give children a nicer experience than I had. Teachers never liked me. I was a 
daǇ dƌeaŵeƌ, I ǁas ďullied aŶd seĐoŶdaƌǇ sĐhool ǁas ǁoƌse. With the ďullǇiŶg aŶd eǀeƌǇthiŶg, I͛ŵ 
interested in that. Even from three years old, children have friendship groups. Working with three to 
five year olds, you get to see the impact you have on them; you can see how much they change. 
Thƌough this, I gƌoǁ as a peƌsoŶ. Befoƌe the paƌeŶts ǁouldŶ͛t Đoŵe to ŵe ďut Ŷoǁ I do oŶe to oŶe 
with a child and his mum always comes over and asks for advice. A lot of the parents have been 
askiŶg ŵe hoǁ I͛ǀe ďeeŶ doiŶg at uŶiǀeƌsitǇ.  It͛s all aďout ĐoŶfideŶĐe. I͛ǀe Ŷeǀeƌ liked ĐoŶfliĐt ďut 
Ŷoǁ I͛ŵ aďle to talk to theŵ, the staff, ƌatheƌ thaŶ ŵake it a ďig deal. It͛s a ĐoŶfideŶĐe thiŶg. 
Because you are working towards something, you put all your effort and hard work into it so you 
kind of deserve... you have value, what you do is valued. 
The pƌoĐess giǀes Ǉou ŵoƌe self ǁoƌth; it͛s defiŶitelǇ ďoosted my confidence. At work, they know me 
ďut iŶ the otheƌ settiŶg theǇ doŶ͛t kŶoǁ ŵe. It just Đoŵes aĐƌoss as ŵe ďeiŶg like that. It͛s easieƌ to 
ďe like that, seeŶ as ŵoƌe of a pƌofessioŶal. Wheƌeas iŶ ŵǇ settiŶg, I͛ǀe ďeeŶ theƌe siŶĐe siǆth foƌŵ 
aŶd theǇ͛ǀe known me as a student, from going through the fd up to now. If I start trying to delegate 
ǁheƌe theǇ kŶoǁ Ǉou, theǇ look at Ǉou as if Ǉou doŶ͛t ŶoƌŵallǇ do that. IŶ plaĐeŵeŶt, Ǉou aƌe ƌeallǇ 
going in as a student and you have to ask permission to do stuff. In your own setting, they know 
ǁhat Ǉou aƌe doiŶg aŶd theǇ uŶdeƌstaŶd the pƌoĐess. IŶ plaĐeŵeŶt, Ǉou haǀe to saǇ, ͚Is it alƌight if I 
do this?͛ You haǀe to ďe a leadeƌ ďut doŶ͛t ǁaŶt to Đoŵe aĐƌoss as takiŶg oǀeƌ. WheŶ the otheƌ EYP 
was doing it, some of the staff said, ͚We didŶ͛t kŶoǁ that Ǉou ǁeƌe so self ĐeŶtƌed, saǇiŶg ͚I͛ did this 
aďout eǀeƌǇthiŶg,͛ ďut Ŷoǁ theǇ kŶoǁ it͛s Ŷot so self- absorbed.  You have to lead staff, it builds your 
confidence, and you have to negotiate and talk to higher management, ask them and explain things. 
You haǀe to eǆplaiŶ to staff iŶ the ƌooŵ so I thiŶk it helps theŵ uŶdeƌstaŶd ǁhǇ Ǉou aƌe doiŶg it. It͛s 
all about leadership. If you are going to be an early years professional, you have to lead and this is 
one of the big parts of doiŶg it. It͛s ďeeŶ haƌd, Ŷot iŶ teƌŵs of, Ǉou kŶoǁ, Ǉou aƌe doiŶg it eǀeƌǇ daǇ 
ďut it͛s a lot of papeƌǁoƌk, so it͛s testiŶg Ǉouƌ oƌgaŶisatioŶal skills. It͛s ďeeŶ tiŵe ĐoŶsuŵiŶg, 
definitely, with working at the same time and, if I was to do it again, I ǁouldŶ͛t haǀe left the 
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doĐuŵeŶtaƌǇ eǀideŶĐe foldeƌ to the last ŵiŶute. MǇ ŵuŵ͛s ďeeŶ theƌe as I͛ǀe ďeeŶ sat at the 
computer, bringing tea, endless amounts of tea. The manager and room leader have done it 
theŵselǀes aŶd theǇ͛ǀe ďeeŶ theƌe to suppoƌt ŵe, to kŶoǁ that theǇ͛ǀe doŶe it aŶd Ǉou ĐaŶ see 
theiƌ leadeƌship skills, theǇ͛ǀe ŵeŶtoƌed ŵe. It͛s defiŶitelǇ ďeeŶ helpful haǀiŶg theŵ theƌe as 
opposed to soŵeoŶe like KaƌeŶ ǁho͛s Ŷot had aŶǇoŶe theƌe ǁho kŶoǁs the pƌoĐess; it͛s ďeeŶ ŵoƌe 
of a challenge to get aŶǇoŶe to uŶdeƌstaŶd ǁhǇ she͛s doiŶg thiŶgs.  
The setting visit, I think it went well. I was rather nervous but not as daunting as I thought. She came 
and observed my activity and she commented on how good it was, which was good. They really 
enjoyed it so I was quite glad. I went down for the interview and she only had three questions. 
OďǀiouslǇ ďeĐause I͛d Ŷot ďeeŶ iŶ a ďaďǇ ƌooŵ uŶtil this Ǉeaƌ, she had a feǁ ƋuestioŶs aďout the 
ďaďies. It͛s a ďit Ŷeƌǀe-wracking being put on the spot but I could answer theŵ all aŶd I͛d tƌied to 
Đoǀeƌ eǀeƌǇthiŶg thƌee tiŵes iŶ the eǀideŶĐe foldeƌ aŶd theŶ Đoǀeƌ theŵ agaiŶ oŶ the touƌ. I͛ŵ 
ƌelieǀed it͛s all oǀeƌ ďut I felt positiǀe. It͛s defiŶitelǇ ďeeŶ ǁoƌth it. I͛ŵ iŶ liŵďo ďut I uŶdeƌstaŶd the 
pƌoĐess aŶd I͛ǀe doŶe eǀeƌǇthiŶg I ĐaŶ so that͛s okaǇ. 
FiŶgeƌs Đƌossed I͛ǀe passed. I͛ŵ hopiŶg to staǇ at ŵǇ settiŶg uŶtil I͛ǀe doŶe the HoŶouƌs degƌee ďut 
uŶfoƌtuŶatelǇ ouƌ houƌs haǀe ďeeŶ Đut at ǁoƌk. “o, ǁheŶ ǁe go ďaĐk iŶ “epteŵďeƌ, ǁe͛ll ďe doǁŶ 
five hours. Our contracts were changed last year to be flexible but they may have to let a member of 
staff go, aŶd at the ŵoŵeŶt it͛s ďetǁeeŶ ŵe aŶd heƌ. “o, if I͛ǀe got ŵǇ EYP, hopefullǇ, theŶ it giǀes 
ŵe a ďit ŵoƌe seĐuƌitǇ. It͛s Ŷot good ďut I͛ŵ hopiŶg that oŶĐe I get ŵǇ status it͛ll give me an 
adǀaŶtage. Theƌe͛s Ŷo hope of a gƌaduate salaƌǇ, it͛s ǀeƌǇ haƌd, so ǁe͛ll see. I doŶ͛t ǁaŶt to go iŶto 
ŵaŶagiŶg a settiŶg; I͛ǀe doŶe this to ďe iŶ the ƌooŵ ǁith the ĐhildƌeŶ. I͛ǀe alǁaǇs ǁaŶted to go iŶto 
‘eĐeptioŶ; theƌe͛s ŵoƌe seĐuƌitǇ iŶ a sĐhool thaŶ a pƌiǀate oƌ ĐhaƌitǇ ƌuŶ ďusiŶess. “o oŶĐe I͛ǀe got 
ŵǇ EYP status aŶd hoŶouƌs, oďǀiouslǇ goiŶg iŶto a sĐhool Ǉou͛ƌe goiŶg up agaiŶst people ǁho haǀe 
doŶe a fouƌ Ǉeaƌ uŶiǀeƌsitǇ Đouƌse, ďut I͛ǀe alǁaǇs thought that, if I͛ŵ goiŶg up agaiŶst theŵ, I͛ve got 
fiǀe Ǉeaƌs eǆpeƌieŶĐe, ǁheƌeas theǇ͛ǀe got plaĐeŵeŶt. I kŶoǁ that͛s eǆpeƌieŶĐe ďut it͛s Ŷot the 
saŵe, ǁheƌeas Ǉou͛ǀe ďeeŶ theƌe, ǁoƌkiŶg ǁith paƌeŶts, Ǉou͛ǀe ďeeŶ doiŶg leaƌŶiŶg jouƌŶeǇs foƌ 
five years and you know the EYFS. I hope it will give me an advantage. Well, if not, it will level me 
out. You pƌoďaďlǇ ǁill haǀe to aƌgue Ǉouƌ poiŶt ďeĐause a lot of people ǁoŶ͛t ƌeĐogŶise it, ďut the 
status adds to it and the more people who do it, the more recognised it will become. EYT will really 
add to it. People will become more aware of it, hopefully. 
5.6 Chapter summary 
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This chapter has set out each of the participants͛ stories, using their words, in the form of a 
monologue. The plot foƌ eaĐh ŵoŶologue is the paƌtiĐipaŶts͛ eǆpeƌieŶĐes aŶd peƌspeĐtiǀes of 
becoming a professional, and although each is unique they do illuminate some characteristics of 
professionalisation in ECEC. Chapter 6 and Chapter 7 bring theory to bear on the data to explore the 
characteristics of professionalisation and the individual paƌtiĐipaŶts͛ eǆpeƌieŶĐes of, aŶd 
perspectives on becoming a professional 
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Chapter 6: Thematic narrative analysis and findings  
6.1 Introduction 
This chapter explores the extent to which social and cultural experiences shaped the participaŶts͛ 
experiences of professionalisation and what effect professionalisation had on their practice. It 
approaches this through a thematic narrative analysis of selected sequences of data. The themes 
which frame the analysis emerged from the literature review and include, gender, class, care, 
performativity, professional recognition and the professional mandate. The chosen themes 
encapsulate key debates concerning professionalisation of ECEC in the PVI sector. Excerpts from the 
narratives of Karen, Lauren, Debbie and Emma are discussed with reference to relevant theory; the 
discussion of class and gender draws on the work of Bourdieu (1992) and Skeggs (1997), particularly 
the ŵodel of Đlass ďased oŶ ͚capital͛ ;“keggs ϭϵϵϳ p.ϴͿ; the ǁoƌk of Ball ;ϮϬϬϴͿ is applied to the data 
for the discussion of performativity; and the work of Whitty (2008) informs the discussion of the 
professional mandate and professional recognition.   
The following section considers to what extent gender, class and care shaped the participaŶts͛ 
experiences of professionalisation. Gender, class and care are interlinked as they inform the 
pƌoduĐtioŶ of ǁoŵeŶ͛s suďjeĐtiǀities ;“keggs ϭϵϵϳͿ aŶd aƌe a keǇ theŵe iŶ the liteƌatuƌe. 
6.2 Gender, class and care 
For each of the participants their journey to becoming an EYP began before they enrolled on the 
pƌogƌaŵŵe. IŶ the paƌtiĐipaŶts͛ eǆplaŶatioŶs of ǁhǇ theǇ Đhose to ǁoƌk iŶ ECEC, it appeaƌs that 
their experience of how they themselves were cared for or their experience of how others, including 
their own children, were cared for influenced their decision to work in ECEC. When Karen was asked 
ǁhǇ she ǁaŶted to ǁoƌk iŶ ECEC she eǆplaiŶed, ͚I never wanted to do anything else, ever since I left 
ŶuƌseƌǇ͛. At the first interview, Karen talked about a photograph she had brought with her. It 
showed Karen and her sister, dressed identically, in the clothes they wore for nursery. Karen said: 
I doŶ͛t ƌeŵeŵďeƌ ďeiŶg happǇ ďut ǁheŶ I look at the photo I kŶoǁ I ǁas, I ƌeŵeŵďeƌ the 
smell of cabbage and holding Deborah͛s haŶd. You ǁaŶt the saŵe foƌ the ĐhildƌeŶ Ǉou look 
after, just positive vibes. 
Debbie also explained that she had strong personal reasons for wanting to work with young children, 
rooted in the experiences she had of being cared for by her grandparents, and aunt and uncle after 
her parents died. 
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I͛ǀe alǁaǇs kŶoǁŶ that I ǁaŶted to ǁoƌk ǁith ǇouŶg ĐhildƌeŶ; it͛s pƌoďaďlǇ due to ŵǇ life 
experiences. I had a troubled upbringing, well I lost my parents when I was six, and my 
grandparents took me under their wing and I stayed with my aunty and uncle at the 
weekends. Knowing I had that family there for me, I just wanted to make sure the littlies had 
that. Working with vulnerable children is a good step for me. 
Foƌ Eŵŵa it ǁas heƌ daughteƌ͛s eǆpeƌieŶĐe at ŶuƌseƌǇ which led her into ECEC. Emma explained: 
I͛d Ŷeǀeƌ eǀeƌ ĐoŶsideƌed eaƌlǇ Ǉeaƌs uŶtil ŵǇ daughteƌ ǁeŶt to ŶuƌseƌǇ. MǇ daughteƌ ǁas a 
pƌojeĐt. I foƌĐe fed heƌ ƌeadiŶg aŶd I didŶ͛t plaǇ ǁith heƌ. I ƌegƌet that Ŷoǁ. NuƌseƌǇ ǁas a 
ƌeǀelatioŶ to ŵe, I͛d assuŵed they were fed and watered but one day they sent a letter home 
asking us to make up a natural box. Me being me, I thought what are they doing with that 
and they went through it all with me. They were very good .......I struggled with her attaching 
to her Key Person, she used to cry when I picked her up, but they were so patient with me. I 
was amazed when I saw what they were doing in the nursery. 
 Skeggs (1997) describes these experiences as concrete, caring practices and she suggests that firstly, 
the practices of caring become inseparable from the personal disposition of the women who work in 
ECEC, aŶd that seĐoŶdlǇ, the ĐaƌiŶg suďjeĐt is ĐoŶstƌuĐted ďǇ the ͚conflation of caring for with caring 
about͛ ;p.ϱϳͿ. Theƌefoƌe, Ǉou ĐaŶŶot do ĐaƌiŶg ǁithout ďeiŶg Đaring (Skeggs 1997). Caring about and 
for young children is important to all of these participants and, whilst it can be argued that caring is 
fundamental to the human condition (Heidegger 1962), the institutionalised care of children remains 
overwhelminglǇ ǁoŵeŶ͛s ǁoƌk. Osgood ;ϮϬϬϱ, ϮϬϬϵͿ aƌgues it is ŵaiŶlǇ ǁoƌkiŶg Đlass ǁoŵeŶ͛s ǁoƌk 
and that these working class women are a means to enable middle class women to go out and do 
the real work.  
During the interviews I did not ask the participants questions to specifically elicit information about 
their social class. However, some relevant information which might be indicative of their class did 
emerge during the interviews, for example Karen and Debbie were the first people in their families 
to get a degree and Lauren was not, and Emma was privately educated in a boarding school. Karen 
was a single mum for many years and worked to support herself and her children.  In addition 
Debbie said that she worked almost full time while studying for her A levels and Lauren felt that she 
had been steered towards A levels when a vocational course would have been more appropriate for 
her, as Lauren explained.  
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At school you were channelled into sixth form and it was all about A levels and going to 
university. I chose my optioŶs, ŶothiŶg to do ǁith ǁhat I do Ŷoǁ, PsǇĐhologǇ, Teǆtiles… ĐaŶ͛t 
remember.. oh and Biology... but I was no good at exams and it was all about university. I 
didŶ͛t get the gƌades, NVQ ǁould haǀe ďeeŶ ďetteƌ foƌ ŵe 
 Based on this limited information from the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes I haǀe teŶtatiǀelǇ assigŶed a 
social class to each of the participants; Karen and Debbie might be considered working class and 
Emma and Lauren as middle class.  Roberts-Holmes (2013) suggests that EYPS is problematic 
because it is ͚discursively constructed at the intersection of gender and class and predominantly 
loĐated ǁithiŶ the pƌiǀate seĐtoƌ͛ (p.348). Therefore, it is important to include class as an analytical 
construct in this study.  
This study draws on the definition of class provided by Jenkins (2002) who cites Bourdieu (1977, 
1992) to suggest that class describes categories of people who occupy a social position within the 
political field of power and the economic field; this is because of the collective recognition of their 
identity as part of a social group or occupational identity. The participants in this study share a 
collective occupational identity as part of the ECEC workforce and as EYPs. The ECEC workforce, as 
explored in chapter 3, is described as powerless by Osgood (2005, 2009) and Roberts-Holmes (2013) 
argues that EYPs have limited control over the conditions of their professionalism. Furthermore, 
Moss ;ϮϬϭϰ p.ϯϱϮͿ desĐƌiďes the ECEC ǁoƌkfoƌĐe as ͚sĐaŶdalouslǇ loǁ paid͛. All of the participants 
were aware that theiƌ ǁoƌk iŶ ECEC had loǁ eĐoŶoŵiĐ ǀalue: KaƌeŶ said, ͚ I need to make a better 
standard of living for myself, be able to have a holiday once in a while͛ aŶd LauƌeŶ, Deďďie aŶd KaƌeŶ 
also described their work as low status.  These three participants hoped that gaining EYPS would 
raise the value and status of their work, as Lauren explained; 
So ǁheŶ Ǉou get this status people ǁill thiŶk, she͛s got a degƌee aŶd doŶe the ǁoƌk, it giǀes 
you a lot more self-worth and confidence 
 Emma also alluded to her lack of status when she compared herself to the head teacher of a local 
school, she said 
The school in the village is starting a competing nursery, charging twenty pounds a day for 
full daǇ Đaƌe. I ĐaŶ͛t Đoŵpete ǁith that. We ŵostlǇ had NEF ĐhildƌeŶ ďut the parents got a 
letteƌ fƌoŵ the head saǇiŶg ǁe ŶotiĐe Ǉou aƌe Ŷot iŶ sĐhool aŶd it͛s ƌeallǇ haƌd to aƌgue ǁith 
a head teacher who is saying look transitions will be easier, siblings are here, it will be easier. 
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She told paƌeŶts theǇ ǁoŶ͛t get a plaĐe iŶ the sĐhool aŶd as ŵuĐh as Ǉou tell theŵ that͛s Ŷot 
the case, it becomes your word against a head teacher. 
Therefore, although I am unable to unequivocally assign an individual class to each participant, I 
argue that their experiences of becoming a professional are shaped by the social position they 
occupy as part of the ECEC workforce, which has limited power and low economic value, and this 
forms part of their collective, occupational identity. 
 In the late seventies many working class women would not have gone to university. Murray (2011) 
points out that despite a second wave of feminism occurring in the late sixties and early seventies, 
politicisation of women created barely a ripple in the lives of working class women in the north of 
England until the nineteen eighties. Murray (2011) further argues that only upper class women could 
expect much beyond undertaking childcare and looking after the home until the nineteen eighties. 
Theƌefoƌe, it ŵaǇ ďe aƌgued that Đlass liŵited KaƌeŶ͛s oppoƌtuŶitǇ to go to uŶiǀeƌsity in the nineteen 
seǀeŶties, as she eǆplaiŶed, ͚Theƌe ǁeƌeŶ͛t the saŵe oppoƌtuŶities theŶ to go to uŶiǀeƌsitǇ͛. This 
limited her career choice to ECEC, in the same way that class limited the choices of the women in 
“kegg͛s ;ϭϵϵϳͿ studǇ. It Đould also ďe aƌgued that soĐial Đlass had soŵe iŶflueŶĐe oŶ Deďďie͛s 
decision to work in ECEC, as she failed her A levels due to working almost full time while studying. 
Therefore, Debbie was unable at that time to become a teacher, and working in ECEC offered her an 
achievable alternative. As Debbie said:  
I didŶ͛t plaŶ oŶ doiŶg it this ǁaǇ ďut iŶ siǆth foƌŵ I ǁas ǁoƌkiŶg thiƌtǇ seǀeŶ houƌs iŶ a 
restaurant and I was never going to stop working, I messed up. 
 For Lauren and Emma, their individual social class appears to be less significant to their decision to 
work in ECEC, than it was for Karen and Debbie, although as part of their occupational identity it was 
relevant to their experience of becoming an EYP.    
Class and gender are interlinked and are relevant because they determine access to economic and 
Đultuƌal ƌesouƌĐes, aŶd theǇ iŶfoƌŵ the pƌoduĐtioŶ of ǁoŵeŶ͛s suďjeĐtiǀities ;“keggs ϭϵϵϳͿ. The 
pƌeǀious paƌagƌaph ĐoŶsideƌed hoǁ Đlass ŵaǇ haǀe iŶflueŶĐed the paƌtiĐipaŶts͛ deĐisioŶs to ǁoƌk iŶ 
ECEC.  The discussion will Ŷoǁ ĐoŶsideƌ geŶdeƌ aŶd its plaĐe iŶ deteƌŵiŶiŶg the paƌtiĐipaŶts͛ ĐhoiĐe 
to work in ECEC. Bourdieu (1977) suggests that sexual identity is the major element in social identity, 
aŶd is laid doǁŶ iŶ a peƌsoŶ͛s eaƌliest upďƌiŶgiŶg. The Đhild ĐoŶstƌuĐts its image of the division of 
work between the sexes where maternal and paternal duties are constituted, and domestic duties, 
including childcare, are assigned to the mother. Furthermore, mothers are constituted as kinder, 
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more caring and fathers as more powerful.  Bourdieu (1977) describes habitus as the law laid down 
iŶ a peƌsoŶ͛s eaƌliest upďƌiŶgiŶg thƌough the iŶteƌŶalisatioŶ of ƌepeated eǀeƌǇdaǇ pƌaĐtiĐes aŶd 
dispositioŶs. LauƌeŶ disĐussed heƌ eaƌlǇ ŵeŵoƌies aŶd said, ͚I ǁas alǁaǇs suƌƌouŶded ďǇ ĐhildƌeŶ͛ 
and Debbie wanted to recreate the care she had experienced from her grandparents after her mum 
aŶd dad died. “he said ͚Knowing I had that family there for me, I just wanted to make sure the littlies 
had that͛. Bourdieu (1977) suggests that the individual then carries with them at all times, their 
pƌeseŶt aŶd past positioŶ iŶ the soĐial stƌuĐtuƌe, iŶ shoƌt, ͚kŶoǁiŶg oŶe͛s plaĐe͛ ;p.ϴϮͿ. Theƌefoƌe, as 
women their identity is constructed as caring and childcare is seen as natural, an extension of their 
maternal duties.  
Debbie and Lauren had planned to go to university when they left school to train as teachers. They 
ǁeƌe uŶsuĐĐessful as theǇ did Ŷot get the ƌeƋuiƌed ͚A͛ leǀel gƌades. Theiƌ aĐadeŵiĐ failuƌe is 
significant because it forced them to use the resources available. Lauren described herself as 
͚downhearted͛ afteƌ failiŶg heƌ ͚A͛ leǀels aŶd ƌeĐogŶised that she ǁas luĐkǇ that heƌ auŶt ǁas iŶ a 
position, as the owner of a setting, to offer her a job. She said: 
I think my aunty has been really important. She gave me that chance, she took a chance, 
gave me a job in the pre-school after my A levels when I thought what will I do now? 
It ŵight Ŷot ďe too suƌpƌisiŶg that LauƌeŶ deĐided to aĐĐept heƌ auŶt͛s offeƌ as she aĐkŶoǁledged iŶ 
her story that: 
I always loved children. I was always surrounded by children, having younger siblings and 
mum was a childminder, I used to babysit and was interested in children.  
 Caring is a cultural resource, a form of cultural capital that, as women, they had access to; it was 
soŵethiŶg theǇ ǁeƌe aďle to do, aŶd do ǁell ;“keggs ϭϵϵϳͿ. Afteƌ LauƌeŶ͛s aŶd Deďďie͛s self-
perceived failure at school, working in ECEC may have given gave them a feeling of safety and a 
chance to be successful. They had both wanted to be teachers and working in ECEC may have been 
perceived as a satisfactory alternative at the time. Skeggs (1997) suggests that a caring identity is 
ďased Ŷot oŶlǇ oŶ the fulfilŵeŶt of the Ŷeeds of otheƌs ďut also oŶ the fulfilŵeŶt of a pƌaĐtitioŶeƌ͛s 
desire to feel valuable. This desire to feel valuable is understandable in the light of earlier academic 
aŶd pƌofessioŶal disappoiŶtŵeŶt. Although, it is likelǇ that LauƌeŶ͛s aŶd Deďďie͛s Ŷeed to feel ǀalued 
was fulfilled in their early careers, this feeling of satisfaction does appear to have dissipated with 
time, so that they both looked to EYPS to add value to their role as practitioners. Debbie described 
haǀiŶg a degƌee aŶd EYP“ as, ͚ It͛s goiŶg up iŶ the ǁoƌld, a step up͛  and Lauren said of EYPS:  
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Because you are working towards something, you put all your effort and hard work into it so 
you kind of deserve... you have value, what you do is valued. 
 Much has been written about the low pay and low status of the ECEC workforce (Roberts-Holmes 
2013, Osgood 2005, 2009, Nutbrown 2012), and perhaps the cumulative effect of working in a sector 
with low pay and low status gradually eroded the feeling of being valued for Lauren, Debbie and 
Karen.   
Colley (2006) and Taggart (2011) argue that caring can leave practitioners open to exploitation. In 
ECEC the low levels of pay and working conditions are the highly visible measures of financial 
exploitation. Debbie, Lauren and Karen hoped that becoming an EYP would eventually lead to better 
pay and working conditions and, unlike the participaŶts iŶ ColleǇ͛s ;ϮϬϬϲͿ studǇ, theǇ did Ŷot aĐĐept 
that loǁ paǇ shoǁed hoǁ ŵuĐh theǇ Đaƌed. Whilst the paƌtiĐipaŶts͛ aŵďitioŶs foƌ ŵoƌe ŵoŶeǇ aŶd 
job security were modest, they were aware that becoming an EYP might afford them access to 
greater economic capital, and this was important to them. Lauren said: 
Theƌe͛s Ŷo hope of a gƌaduate salaƌǇ heƌe... I͛ǀe alǁaǇs ǁaŶted to go iŶto ‘eĐeptioŶ, theƌe͛s 
ŵoƌe seĐuƌitǇ iŶ a sĐhool... so oŶĐe I͛ǀe got ŵǇ EYP status aŶd hoŶouƌs.  
Debbie also acknowledged that she would pƌoďaďlǇ go oŶto ͚do QTS͛ although she ǁould ͚still ǁaŶt 
to work in early years͛. 
Taggart (2011) suggests that caring for young children requires the mobilisation of qualities such as 
passion and a commitment to intimacy and authenticity. The mobilisation of such qualities is 
desĐƌiďed as a foƌŵ of ͚eŵotioŶal laďouƌ͛ (Taggart 2011p.89). Caring for young children is 
characterised by emotional intensity, which can be fulfilling, but which also commonly arouses 
feelings of guilt, and therefore practitioners can be vulnerable to emotional exploitation (Taggart 
2011). In the narratives of Debbie and Emma there are examples of emotional exploitation. Although 
money for supply cover was made available to the setting to allow Debbie to attend university, it 
was often difficult for her to get out of the setting. One day she confronted her manager and the 
Head of the sĐhool, ǁhiĐh Deďďie desĐƌiďed as ͚a little ďloǁ out͛. Debbie described what happened 
next:  
As soon as I was brave enough to put it out there, EYPS helps with that, she came down and 
said Ŷo ǁe ƌeallǇ ǁaŶt to suppoƌt Ǉou ǁith that aŶd theǇ said theǇ͛ƌe oŶlǇ thiŶkiŶg aďout ŵe. 
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Deďďie did Ŷot uŶdeƌstaŶd hoǁ the ŵaŶageŵeŶt teaŵ͛s deĐisioŶ to pƌeǀeŶt heƌ atteŶdiŶg 
uŶiǀeƌsitǇ eƋuated to theŵ ͚thinking about me͛;  hoǁeǀeƌ, Deďďie did eǆplaiŶ that she uŶdeƌstood 
that her absence might be a financial cost to the setting and also suggested that it could compromise 
the care of the children. She said: 
I doŶ͛t see the logiĐ of it. I uŶdeƌstaŶd that theǇ doŶ͛t ǁaŶt to get supply as it eats out your 
ďudget. AŶd Ǉou doŶ͛t ǁaŶt to let the ĐhildƌeŶ doǁŶ ǁhiĐh puts pƌessuƌe oŶ as ǁell. The 
children are only two and three so they do know me. 
 Debbie felt that she did not want to let down the children in her care and it seems that her 
management team were willing to exploit, perhaps not deliberately, these feelings.  Working 
towards EYPS also changed how Emma dealt with external professional colleagues, specifically the 
Health Visitor. Health Visitors are expected to carry out developmental assessments on two year 
olds who have a government funded place in a setting (DfE 2014 EYFS); however, at the time of this 
research, there were not enough Health Visitors to undertake these checks. Emma explained that 
the Health Visitor told her, 'ďeĐause ǁe͛ƌe so ďaĐklogged, Ǉou do the ĐheĐk, theŶ let ŵe kŶoǁ aŶd I 
ĐaŶ deĐide hoǁ loŶg I Ŷeed to ŵeet ǁith theŵ foƌ͛.  She felt that this was unacceptable; neither 
Emma nor her staff were trained or paid to carry out the assessments. Emma decided that she had 
to resist this potential exploitation and explained:  
But it͛s Ŷot faiƌ I doŶ͛t ǁaŶt it to Đoŵe ďaĐk oŶ ŵǇ staff, ǁe͛ƌe Ŷot SoĐial Woƌkeƌs..... I 
instigated the meeting with her (the Health Visitor) and I set up the agenda and we had 
minutes. It͛s giǀeŶ ŵe the ĐoŶfideŶĐe to saǇ I͛ŵ Ŷot a ďaďǇsitteƌ; I͛ŵ pƌofessioŶalisiŶg ŵǇ 
relationships. 
Working towards EYPS appears to have helped both Debbie and Emma gain confidence and feel 
empowered to challenge this emotional exploitation.  
Taggart (2011) points out that ECEC relies upon a daily supply of good will and emotional labour, 
drawn from a personal ethic of care, which is easily exploited.  He calls for the personal ethic of care 
to become a political ethic of care, where care is no longer individualised and marginalised, but has a 
socio-political dimension. This, Taggart (2011) suggests, would disrupt the alignment between care, 
domesticity and gender. It could be argued that the introduction of EYPS and the corresponding 
professional standards was an attempt to move away from a personal ethic of care, as evidenced by 
the narratives of Lauren and Emma, who were keen to be viewed as more than babysitters, towards 
a political ethic of care. However, as Colley (2006) points out, practitioners imbibe a professional 
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ideal of selfless service as part of training and Taggart (2011) suggests that, even in a competence 
based version of professionalism such as EYPS,  the ethic of care is ͚highlǇ pƌized ǁithiŶ the iŶfoƌŵal 
discourse of practitioner professioŶalisŵ͛ ;p.ϴϳͿ. This ǁas seeŶ iŶ Deďďie͛s Ŷaƌƌatiǀe ǁheŶ she 
discussed making improvements to practice, not for EYPS, but for the children and their families 
  
She said: 
I have always behaved in a certain way, so if I go into my room and make a change I doŶ͛t do 
it for EYP, I do it as my job and it is worth it to see happy faces and get comments from the 
parents. 
It ǁas also seeŶ iŶ LauƌeŶ͛s Ŷaƌƌatiǀe ǁheŶ she said: 
 Working with three to five year olds, you get to see the impact you have on them, you can 
see how much they change. Through this I grow as a person.  
In this quote Lauren sees her own personal growth as inextricably linked to the developmental 
progress of the children she works with. It is immensely satisfying to her and illustrates that any 
discernible shift towards a political ethic of care would require a significant cultural shift within the 
sector.  
Theƌe is eǀideŶĐe iŶ all the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes that theǇ ǁeƌe aǁaƌe that theǇ ǁeƌe fiŶaŶĐiallǇ 
eǆploited aŶd, iŶ KaƌeŶ͛s, Eŵŵa͛s aŶd Deďďie͛s Ŷaƌƌatiǀes ,that at tiŵes theǇ felt eŵotioŶallǇ 
exploited as practitioners within the PVI sector. Seemingly they had accepted this before 
undertaking EYPS. Osgood (2005, 2009) describes the workforce as powerless and Jenkins (2002) 
uses Bouƌdieu͛s ;ϭ992) idea of symbolic violence to explain this powerlessness. Symbolic violence is 
͚the iŵpositioŶ of sǇsteŵs of sǇŵďolisŵ aŶd ŵeaŶiŶg i.e Đultuƌe, upoŶ gƌoups oƌ Đlasses iŶ suĐh a 
ǁaǇ that theǇ aƌe eǆpeƌieŶĐed as legitiŵate͛ (Jenkins 2002 p.104). Jenkins (2002) explains that, 
through this imposition, power relations are misrecognised and perceived as legitimate; this in turn 
permits successful imposition and systematic reproduction. The financial and emotional exploitation 
which can result from the exercise of symbolic violence might be argued as serving and supporting 
the ĐuƌƌeŶt goǀeƌŶŵeŶt͛s poliĐǇ to iŶĐƌease the aŵouŶt of fƌee ĐhildĐaƌe. Eŵŵa, as the oǁŶeƌ aŶd 
manager of the setting, was keenly aware of the potentially negative financial and emotional 
implications of increasing provision in line with government policy. Emma explained:  
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The tǁo Ǉeaƌ olds I haǀe, the paƌeŶts Ŷeed so ŵuĐh suppoƌt. I͛ǀe put oŶ paƌeŶtiŶg Đlasses 
because the parents asked about potty training and fussy eaters. They turned up at first but 
theŶ just dƌiďs aŶd dƌaďs. What ĐaŶ Ǉou do? It͛s Ŷot the ĐhildƌeŶ͛s fault ďut theǇ aƌe puttiŶg 
so much on nurseries everyone is stretched. Schools dominate and smaller settings get the 
dregs; we are expected to mop up the rest. 
 The Conservative Government plan to increase the amount of free childcare for three and four year 
olds from fifteen to thirty hours per week for working parents and this will be equivalent to a 
subsidy of five thousand pounds per year to parents earning up to one hundred and fifty thousand 
pounds per year (McMahon 2015). The current funding provided by the government to pay for 
childcare, which is free to parents, is inadequate; therefore, both the government and to some 
extent the PVI sector are heavily reliant on continuing to pay low salaries in order to subsidise this 
policy (McMahon 2015). Emma willingly acknowledged that her staff were on ͚ƌuďďish ǁages͛ aŶd 
there was no way she could afford to pay herself or any member of her team a graduate salary. She 
said, ͚I struggle eŶough ǁheŶ I͛ŵ Ŷot iŶ aŶd I haǀe to ďuŵp up soŵeoŶe else͛s ǁage͛. However, 
there are signs that the workforce more generally, is becoming less willing to settle for low pay. 
After gaining EYPS Karen and Debbie moved to slightly better paid jobs, still in the PVI sector, and 
Lauren moved into school and is training to be a teacher. In the past year, some 5% have left the PVI 
sector, and there is speculation that, if the economy improves, more will be tempted to leave as 
they can expect better pay in other sectors. This could have serious consequences for the 
goǀeƌŶŵeŶt͛s plaŶs to iŶĐƌease the aŵouŶt of fƌee ĐhildĐaƌe ;TeaĐh EaƌlǇ Yeaƌs ϮϬϭϱͿ. 
6.3 Agency and choosing to become a professional 
Society is unequally divided on gendered lines and domestic duties and childcare remains primarily 
the domain of women (Wright 2011). As a result, working in ECEC has low monetary value and has 
acquired a supportive, rather than true economic status (Wright 2011). In addition practitioners in 
ECEC are described as poǁeƌless, ďƌought aďout ďǇ the ͚internalisation of male hegemony that leads 
women to devalue their worth͚;Weileƌ ϭϵϴϴ p.ϭϵϯͿ. CeƌtaiŶlǇ all of the paƌtiĐipaŶts iŶ this studǇ 
spoke at some point about their work being undervalued and both Lauren and Karen hoped that 
aĐhieǀiŶg EYP“ ǁould iŵpƌoǀe theiƌ self ǁoƌth. As KaƌeŶ eǆplaiŶed, ͚I do want a title and that status; 
I thiŶk the title is iŵpoƌtaŶt foƌ self esteeŵ aŶd hoǁ people ǀieǁ Ǉou͛. It could be argued that the 
lack of self worth and the sense of powerlessness of Lauren, Debbie and Karen led them to work in 
ECEC and explains why they have experienced economic exploitation, and were vulnerable to 
eŵotioŶal eǆploitatioŶ. Hoǁeǀeƌ, Eŵŵa͛s stoƌǇ pƌoǀided soŵe eǀideŶĐe to ĐouŶteƌ the ǀieǁ that 
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women work in ECEC because they are powerless and lack agency. Emma, undoubtedly had access 
to greater economic capital than the other participants which allowed her to own a small private 
setting, and she chose to work there as the manager. Her decision to leave a career in science to 
work in ECEC was influenced by her family.  
Wright (2011) explains that the women in her study found it immensely satisfying to be able to work 
in ECEC, in large part because they could balance the different aspects of their lives. She suggests 
that the female practitioners in her study made choices from a range of options, or capability set, 
which best met their personal and professional needs. Karen and Emma also appeared to have made 
choices which met their needs; they had chosen co-realisable possibilities which allowed them to 
keep ǁoƌk aŶd faŵilǇ life iŶ ďalaŶĐe. WoƌkiŶg iŶ ECEC fitted ǁith KaƌeŶ͛s peƌsoŶal life as a siŶgle 
parent; it allowed her to work and bring up her children. As Karen said 
My eldest is twenty one and youngest is fourteeŶ so I͛ǀe speŶt ŵost of ŵǇ tiŵe ďƌiŶgiŶg up 
children, as a single parent, and I put them first. I always worked with children, part time in a 
pre-sĐhool ǁheŶ theǇ ǁeƌe little, that͛s aďout Ϯϴ Ǉeaƌs.  
 Wright (2011) also developed a framework, Integrated Lives Theory, to suggest that, for female 
practitioners in ECEC, the reciprocal relationships between work, family, education and community 
bring high levels of satisfaction. Nevertheless, the capability set available to some female 
practitioners, including Karen, did appear to have been limited by gender and caring responsibilities. 
Karen did seem to be aware that her choices had been limited and viewed EYPS as a positive choice, 
soŵethiŶg foƌ heƌ ƌatheƌ thaŶ heƌ faŵilǇ. “he said ͚It͛s ŵǇ ĐhoiĐe to do EYPS, for me͚. MaŶǇ ǁoŵeŶ 
are drawn to working in ECEC when they have children, partly as a result of needing to find childcare 
;Osgood ϮϬϬϰͿ. This is ofteŶ the Đase foƌ ĐhildŵiŶdeƌs, ǁhiĐh eĐhoes Eŵŵa͛s stoƌǇ; she ďeĐaŵe a 
childminder once she had four children. Wright (2011) also suggests that many women work in pre-
sĐhools ǁheŶ theiƌ ĐhildƌeŶ aƌe ǇouŶg aŶd this ƌesoŶates ǁith KaƌeŶ͛s stoƌǇ; she ǁoƌked paƌt tiŵe iŶ 
a pre-school when her children were young. These women are exercising agency, albeit limited by 
traditional, familial caring responsibilities. Nevertheless, the women often view it as a positive 
choice (Wright 2011). 
All of the participants in this study appear to have exercised agency when they chose to become an 
EYP. Lauren, Debbie and Karen were ambitious, in that they sought higher status and greater 
economic rewards, and they hoped for better job prospects. Lauren explained, ͚EYPS is the Ŷeǆt step 
up. I ǁaŶt to ŵoǀe oŶ aŶd up... EYPS ǁill ŵoǀe ŵe oŶ͛. They were fully aware that EYPS and a degree 
iŶĐƌeased theiƌ aĐĐess to Đapital as Deďďie poiŶted out, ͚For people outside the setting the degree is 
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iŵpoƌtaŶt, it͛s goiŶg up iŶ the ǁoƌld͛. EYPS appears to have enhanced and extended the capability 
set available to these participants, thus increasing the choices available to them. 
6.4 Performativity and the experience of becoming a professional 
As the discussion in the previous section of the chapter suggests all of the participants chose to 
become an EYP. Even though the participants had made this choice some of them experienced 
aŶǆietǇ aŶd douďt aďout theiƌ pƌaĐtiĐe as theǇ ǁoƌked toǁaƌds EYP“ as illustƌated iŶ Deďďie͛s 
narrative. Debbie expressed contradictory feelings about the experience of working towards EYPS as 
she talked about her almost overwhelming struggle to manage the competing demands of her 
workload, EYPS and her personal life. She described the tension she experienced between meeting 
the needs of the children, external performance targets of Ofsted and EYPS and trying to have a 
personal life: 
It͛s haƌd, ƌeallǇ haƌd ǁith the ǁoƌkload I͛ŵ juggliŶg aŶd I ďƌiŶg a lot of ǁoƌk hoŵe fƌoŵ 
ǁoƌk, ǁith plaŶŶiŶg, phoŶiĐs aŶd the data; I do eǀeƌǇthiŶg the ŶuƌseƌǇ teaĐheƌ does ďut I͛ŵ 
supposed to be with the children thirty four hours, but sometimes wheŶ I͛ŵ ǁith the kids ŵǇ 
heads eǀeƌǇǁheƌe else aŶd that͛s upsettiŶg. TheŶ ǁith aŶ iŵpeŶdiŶg Ofsted due, all the 
papeƌǁoƌk has to ďe up to date, aŶd I͛ŵ eŶgaged Ŷoǁ ǁhiĐh is a ďig paƌt of ŵǇ life aŶd I͛ŵ 
tƌǇiŶg to juggle that. You͛ǀe Đaught ŵe oŶ a ďad daǇ, too much to do, too little time. I͛ŵ oŶ 
tƌaĐk iŶ ŵǇ head ďut Ŷot oŶ papeƌ; eǀeƌǇthiŶg I͛ŵ doiŶg foƌ ǁoƌk liŶks iŶ to it ;EYPSͿ, all I 
need to do is to track it, to remember that, and put it to the front of my mind. 
 Ball (2008) describes performativity as leadiŶg to ͚ontological insecurity͛ ;p.ϱϰͿ, ǁheƌeďǇ 
professionals lose sight of what is important in what they do, and call into question the meaning in 
what they do. Performativity can deflect attention away from the personal, social and emotional 
activities which underpin the relationships between children and practitioners and have no 
iŵŵediate peƌfoƌŵatiǀe ǀalue ;Ball ϮϬϬϴͿ, as eǀideŶĐed iŶ the pƌeǀious Ƌuote fƌoŵ Deďďie͛s 
narrative. Osgood (2010) argues that it is these activities, such as sharing an intimate moment as a 
child sits on your knee and touches your hair or tells you why they feel sad, which lie at the heart of 
the ĐaƌiŶg ƌelatioŶships ǁhiĐh ďƌiŶg satisfaĐtioŶ, aŶd aƌe the ͚cornerstone to practitioners 
understanding of themselves͛ ;p.ϭϵϯͿ. Towards the end of the EYPS programme, it appeared that 
Karen had experienced some ontological insecurity and had internalised external performance 
management targets, and that this internalisation had led her to doubt her ability to show a 
professional level of work. As Karen worked towards EYPS, she offered the following description of 
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her struggle to meet the significant demands of the performance management targets at work and 
the standards for EYPS: 
I need to get back on track to get organised. But the transition forms have just arrived and 
I͛ǀe got siǆteeŶ keǇ ĐhildƌeŶ, so I͛ǀe got all theiƌ files to do aŶd the tƌaŶsitioŶ files. WheŶ I͛ŵ 
iŶ the ƌooŵ theƌe aƌe tǁo staff aŶd fifteeŶ ĐhildƌeŶ so theƌe͛s Ŷo ĐhaŶĐe at all to do files, 
uŶless it͛s Ƌuiet oŶ a morning.  I should be able to do it, I should be able to put evidence 
together that reflects my level of work, a professional level of work.  It should be 
stƌaightfoƌǁaƌd ďut theŶ I thiŶk, is this ǁhat theǇ ǁaŶt? What do theǇ ǁaŶt? AŶǇǁaǇ I͛ǀe 
got no life now until the twentieth of July. 
 
 Ball (2008) suggests that individuals can be left feeling inadequate and experience burnout by the 
demands of performativity. Whilst Karen did experience feelings of inadequacy, her narrative also 
suggests that, at the same time, she valued EYPS. Karen appeared to experience very mixed feelings 
about the process of becoming an EYP. She said; 
Though studying towards a degree and EYPS has given me a great sense of achievement and 
self gratification, I am grateful for the opportunity to achieve something I never thought 
possible. The only difference that my qualification has made is when we are short staffed at 
ǁoƌk theǇ, take adǀaŶtage of ŵǇ status ďǇ giǀiŶg ŵe a ϭ:ϭϯ ƌatio, aŶd I͛ŵ oŶ ŵiŶiŵuŵ 
wage. EYPS is not really acknowledged ďǇ felloǁ pƌaĐtitioŶeƌs, ŵaǇďe ďeĐause theǇ doŶ͛t 
understand it, I am hoping that it will in time. 
Osgood (2010) suggests that performativity might not be resisted but it can be subverted and this is 
possible through continuing to care and building relatioŶships ǁith ĐhildƌeŶ. Eŵŵa͛s Ŷaƌƌatiǀe 
seems to suggest that working towards EYPS had indeed strengthened her focus on the children and 
by doing this had reduced her focus on meeting the performance management targets of Ofsted, as 
she explained 
The status, Ŷo, it͛s Ŷot ƌeleǀaŶt ďut it͛s eŶaďliŶg ŵe to foĐus oŶ ƋualitǇ, Ŷot Ofsted 
'outstaŶdiŶg' ďut aďout ǁhat is goiŶg oŶ ǁith the ĐhildƌeŶ. If I͛ŵ goiŶg to ďe a ƌole ŵodel, I 
need to be able to do it myself. 
Although EYPS was important to Debbie, her work was much more than complying with 
performance management targets; she privileged what she perceived to be the needs of the 
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children and parents in the setting. Debbie found great satisfaction in caring for children and all of 
the participants in this study wanted to continue working with children. As Skeggs (1997) and Wright 
(2011) point out, caring for children brings high levels of satisfaction and this means that a 
commitment to working in ECEC is likely to persist. Working towards EYPS did not appear to deflect 
atteŶtioŶ aǁaǇ fƌoŵ the soĐial aŶd eŵotioŶal aĐtiǀities, ǁhiĐh lie at the heaƌt of the pƌaĐtitioŶeƌ͛s 
identity, for the participants in this study.  
Whilst the demands of performativity associated with becoming an EYP caused different levels of 
anxiety in all of the participants at some point, Lauren, Debbie and Karen welcomed the improved 
status that state regulation implies. This resonates with the work of Oberheumer (2005) who found 
that the participants in her study into professionalisation of the ECEC workforce in Germany also 
welcomed the implied status that state regulation brought. Debbie and Lauren hoped the status 
might change how others viewed them and explained that it was important to have a degree. 
Perhaps achieving the degree held special significance for Lauren and Debbie because it signified to 
themselves, and others, that they had overcome their earlier academic failures. Having a degree can 
make economic and cultural resources, aspects of capital (Bourdieu 1992), more accessible, 
therefore, conferring on the holder of the degree more of the properties of capital, for example, the 
ability to earn more money. For Debbie and Lauren, the degree had the potential to strengthen the 
value of their existing assets, their femininity and ability to care, thus increasing their access to 
economic and cultural capital (Bourdieu 1992). Debbie and Lauren intended to use their degrees to 
achieve a more recognisable professional status, QTS. It is likely, therefore, that both Debbie and 
Lauren will in the future move out of the PVI sector to work as teachers in primary schools, and as 
Hohmann (2014) points out, there are fears in Germany that the more highly educated professionals 
in the ECEC workforce will choose to work outside the sector. 
Emma had ǁelĐoŵed EYP“ iŶitiallǇ. “he eǆplaiŶed that it ͚ǀalidated͛ heƌ pƌaĐtiĐe. Hoǁeǀeƌ she felt 
this validation was undermined by the introduction of EYTS. For Emma the introduction of EYTS 
made EYPS and becoming an EYP meaningless. At the end of the EYPS process she described her 
feelings of disappointment, particularly with the replacement of EYPS with EYTS: 
 I started EYPS thinking it would empower me to be more confident within my practice and, 
to start with, it had. Now I feel that the whole thing has been a waste of time. The 
ƋualifiĐatioŶ doesŶ͛t ƌeallǇ aŵouŶt to aŶǇthiŶg. IŶitiallǇ I did feel ǀalidated ďǇ ďeiŶg aŶ EaƌlǇ 
Years Professional, now I see it as just a thing I have done. Grossly disappointed by the fact 
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that EYPS isŶ͛t eƋuiǀaleŶt to aŶ EaƌlǇ Years Teacher. I would have waited a year to complete 
EYT instead. 
 It is likely that many EYPs experienced feelings of disappointment when EYPS was replaced by EYTS. 
As Nutbrown (2013 p.7) suggests, the introduction of EYTS is likely to,  
Replace one form of inequality with another. Yet again those who work with young children 
are offered a lesser status (and we should realistically anticipate, poorer pay and conditions 
than those who work with older children) but a title that makes them appear to have the 
same role and status. 
6.5 Professional recognition and the professional mandate 
As the disĐussioŶ of Eŵŵa͛s Ŷaƌƌatiǀe iŶ the pƌeǀious seĐtioŶ of the Đhapteƌ suggests, the 
replacement of EYPS with EYTS may have temporally undermined the value of professionalisation in 
the PVI sector. This study also suggests that recognition of professional status was variable across 
the settings. Payler and Locke (2013) might offer some explanation for this variability of recognition 
as they found in their research that there was limited understanding of the status, and that some in 
the sector felt it would undermine the vocational nature of their work. Whitty (2008) describes the 
professional mandate, as discussed in the literature review, as a pact between the individual 
professional, society and stakeholders which ratifies the actions of the professional. He suggests that 
increasingly the professional mandate is endorsed through state regulation, and this was certainly 
the case for EYPS. The following section considers the strength of the pact between some of the 
significant stakeholders referred to in this study, including other practitioners, parents and Ofsted.   
The experiences of Emma, Karen and Debbie suggest EYPS was not understood by the practitioners 
or managers in theiƌ settiŶgs. Eŵŵa eǆplaiŶed that ͚the staff have no idea what EYPS is͛ and Debbie 
described feeling ͚uŶdeƌappƌeĐiated͛ by the head teacher in her setting. She explained that the head 
teacher would consult the reception teacher about practice in day care, where Debbie worked, even 
though the reception teacher spent very little time in day care. Debbie was frustrated that the head 
teaĐheƌ had little uŶdeƌstaŶdiŶg of ǁhat Deďďie did aŶd did Ŷot ƌeĐogŶise Deďďie͛s pƌofessioŶal 
knowledge and expertise. As Debbie explained: 
IŶ sĐhool, if it͛s Ŷot got a Q iŶ fƌoŶt of it, theŶ....aŶd soŵetiŵes ǁheŶ I͛ǀe ŵeŶtioŶed EYPS to 
the FouŶdatioŶ Stage Leadeƌ it͛s ďƌushed off ďeĐause theǇ͛ƌe thiŶkiŶg ǁhat does she ǁaŶt? 
And my manager is level 3 so I think she thinks I don͛t ǁaŶt to talk too ŵuĐh aďout that. It͛s 
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just Ǉou doŶ͛t feel Ǉou aƌe gettiŶg ŵuĐh ƌeĐogŶitioŶ ďut Ǉou͛ǀe got to ďe happǇ aŶd do it foƌ 
yourself. 
 KaƌeŶ͛s eǆpeƌieŶĐe of ďeĐoŵiŶg aŶ EYP ǁas ŵaƌƌed ďǇ the aĐtioŶs of heƌ ŵaŶageŵeŶt teaŵ, 
particularly just before and during her final EYPS assessment which took place in the setting. Below 
is oŶe eǆaŵple of the distƌessiŶg iŵpaĐt of this eǆpeƌieŶĐe fƌoŵ KaƌeŶ͛s Ŷaƌƌatiǀe: 
On the day of the setting visit I was meant to be supernumerary and the manager decided 
not to Đoŵe iŶ aŶd the deputǇ ŵaŶageƌ ǁas late. So eǀeƌǇthiŶg ǁasŶ͛t set up hoǁ I͛d like it 
to have been because the children started coming in, and I had to be in there, with the 
children.  I wanted to greet the assessor but she met her, then just came in and said, ͚theƌe͛s 
a ǀisitoƌ ǁaitiŶg foƌ Ǉou͛. Oh ŵǇ God, I just felt like I ǁas floatiŶg up theƌe aŶd I doŶ͛t kŶoǁ 
what the assessor saw of me. 
Karen described the actions of the management team at the final assessment as deliberate 
sabotage; although she also explained that throughout the EYPS programme the management team 
had never really subscribed to EYPS. Karen said, 
EǀeŶ at ǁoƌk theǇ ŵisuŶdeƌstaŶd ǁhat it is ;EYPSͿ oƌ theǇ doŶ͛t ǁaŶt to aĐkŶoǁledge it, at 
least the DeputǇ aŶd ŵaŶageƌ doŶ͛t. 
However, Karen and Debbie went on to secure new jobs where EYPS was recognised and valued and 
ďoth eǆpƌessed theiƌ ďelief that EYP“ had ďeeŶ iŵpoƌtaŶt iŶ this, foƌ eǆaŵple Deďďie said ͚ EYPS has 
ŵade a sigŶifiĐaŶt iŵpaĐt oŶ ŵe gaiŶiŶg ŵǇ Ŷeǁ ƌole͛. LauƌeŶ͛s eǆpeƌieŶĐe was different to that of 
Karen and Debbie because her aunt, the owner and manager of the setting, was an EYP and actively 
suppoƌted LauƌeŶ͛s pƌofessioŶal aspiƌatioŶs. 
The pact which conveys a professional mandate includes multiple stakeholders and, in ECEC, parents 
are significant stakeholders. Mathers (2012) found that parents using ECEC services placed much less 
eŵphasis oŶ staff ƋualifiĐatioŶs thaŶ oŶ the ƋualitǇ of theiƌ ĐhildƌeŶ͛s iŶteƌaĐtioŶs ǁith pƌaĐtitioŶeƌs. 
Karen and Emma found that some individual parents were keen to know more about what they 
ǁeƌe studǇiŶg at uŶiǀeƌsitǇ. At KaƌeŶ͛s settiŶg ŵaŶǇ paƌeŶts ǁeƌe studeŶts aŶd ǁould ofteŶ ask 
Karen about her studies and she felt that they would be interested in EYPS. She said, 
I think the parents would like to know, it would be nice to be acknowledged. Some of the 
parents do know and they are really supportive; we get a lot of parents who are students at 
the uŶiǀeƌsitǇ so ǁheŶ theǇ see ŵe ĐoŵiŶg theǇ ask ǁhat I͛ŵ doiŶg. 
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 Emma had discussed EYPS with some of her parents she said:  
Tǁo of the paƌeŶts kŶoǁ aďout it ďeĐause theǇ aƌe teaĐheƌs aŶd theǇ said ͚WhǇ didŶ͛t Ǉou do 
teaĐhiŶg?͛ aŶd I said, 'It͛s effeĐtiǀelǇ the saŵe'. Soŵetiŵes I do ƌegƌet it ďeĐause theƌe isŶ͛t 
the enthusiasm in school for science so I do it now with the littlies. 
Although the parents referred to by Emma were aware of EYPS they wondered why Emma had not 
become a teacher, and Emma explained that EYPs was the same but she did appear to have some 
regrets that she had not become a teacher. As EYTS becomes more established, perhaps, parents 
will start to expect settings to employ an EYT and parents have proven to be a powerful lobbying 
group. The Prime Minister has been influenced by campaigns on Mumsnet and, when parents joined 
their voices with those in opposition to the increase in child to adult ratios proposed in More Great 
Childcare, this proposal was dropped (Pugh 2014). Parents and those who make up the workforce in 
the ECEC sector are significant stakeholders in the pact which makes up the professional mandate.  
Ofsted is also an increasingly important stakeholder in the professional mandate, as ECEC is drawn 
into the policy context which intensifies surveillance of and accountability in the sector (Roberts-
Holmes 2014). Ofsted is a high profile organisation which has considerable power over the ECEC 
sector and holds sway with parents and the government. It has challenged the view that the ECEC 
sector is predominantly about childcare and not education, suggesting that practitioners working in 
the sector are more willing to see themselves as teachers and that they are not just there to provide 
childcare (Ofsted 2015). Emma and Lauren were keen that EYPS would lead to a change in how their 
work was perceived, by society, from babysitter to educator, and Debbie hoped that the head 
teacher might eventually view her, as an EYP, as equal to those with QTS. Ofsted (2015), in its annual 
ƌepoƌt oŶ ECEC, states that it ǁill, ͚describe the work the professionals do in these providers as early 
eduĐatioŶ͛ (p.7). Therefore, the professional mandate is endorsed by Ofsted when linked to 
educating young children. However, Ofsted also seems to send a mixed message about what it 
expects from the workforce in terms of professional abilities and qualifications. The report 
ƌeĐogŶises the iŵpoƌtaŶĐe of good ƋualifiĐatioŶs ďut suggests that ͚qualifications are only an 
iŶdiĐatoƌ of aďilitǇ͛ (p.11) and that good teaching is less dependent on qualifications than on the 
leadership within the setting. 
Whilst the shift in emphasis from childcare to education in the Ofsted report may go some way 
towards raising the status of the work in ECEC, without an insistence on higher levels of qualification, 
working in ECEC will continue to be an attractive option for girls with low levels of academic 
qualifications. This may threaten professionalisation in the sector and is likely to perpetuate the 
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gendered and classed nature of the workforce. It is too early to know how EYTS will fit with the 
professional mandate in the ECEC sector. 
6.6 Chapter summary 
This Đhapteƌ has disĐussed the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes iŶ light of keǇ ĐoŶteŵpoƌaƌǇ deďates 
concerning professionalisation in ECEC in order to explain their experiences of becoming a 
professional. The findings from this discussion are summarised below. 
 The fiƌst fiŶdiŶg suggested ďǇ the aŶalǇsis of the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes is that as ǁoŵeŶ, aŶd iŶ 
some cases working class women, they had restricted access to capital and this was significant in 
their choice to work in ECEC. This finding confirms the work of Skeggs (1997) but unlike the women 
iŶ “keggs͛ ;ϭϵϵϳͿ studǇ, these paƌtiĐipaŶts aspiƌed to ǁideƌ aĐĐess to Đapital ǁhiĐh theǇ peƌĐeiǀed 
the degree and EYPS would bring. Most of the participants looked to the professional status as a way 
to improve their job and career prospects. 
The seĐoŶd fiŶdiŶg ǁhiĐh eŵeƌged appeaƌs to ĐoŶtƌadiĐt Ball͛s ;ϮϬϬϴͿ asseƌtioŶ that peƌfoƌŵatiǀitǇ 
can undermine the practitioners personal and emotional commitment to caring for children and lead 
to ͚oŶtologiĐal iŶseĐuƌitǇ͛ (p.54). All of the participants remained committed to working with young 
ĐhildƌeŶ. Theƌe is soŵe eǀideŶĐe that tǁo of the paƌtiĐipaŶts did eǆpeƌieŶĐe soŵe ͚ontological 
insecurity͛ ;Ball ϮϬϬϴ p.ϱϰͿ; hoǁeǀeƌ it does appeaƌ to haǀe ďeen transitory. The participants 
experienced anxiety as they worked towards the final EYPS assessment but most welcomed the state 
regulation that compliance with the standards for the status conferred, as did the participants in 
Oďeƌheuŵeƌ͛s ;ϮϬϬϱͿ studǇ.   
The third finding suggested by the analysis of the narratives is that professional recognition for EYPS 
was variable amongst the significant stakeholders in the sector and that the professional mandate in 
ECEC, the pact between individual professionals, stakeholders, and the state, is fragile and 
inconsistent. The significant stakeholders - in this case, the workforce, parents and Ofsted - were not 
uniformly convinced by the need for higher levels of qualification, although it is too early to tell if 
EYTS will be received in the same way as EYPS.   
Finally the fourth finding which emerged is that working towards EYPS seemed to be a worthwhile 
experience for three of the participants and all of the participants suggested that it had led to 
improvements in theiƌ pƌaĐtiĐe, aŶd the pƌaĐtiĐe of otheƌs iŶ the settiŶg. Hoǁeǀeƌ, the paƌtiĐipaŶts͛ 
experiences and feelings as they worked towards EYPS were sometimes contradictory; they 
described the experience as worthwhile and empowering whilst simultaneously experiencing 
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frustration and anxiety. EYPS and having a degree was immensely important to most of the 
participants. For some, the introduction of EYTS led to feelings of disappointment and resentment, 
somewhat negating any positive feelings towards EYPS.  
This chapter has explained how social and cultural factors including, gender, class, performativity 
aŶd pƌofessioŶal ƌeĐogŶitioŶ haǀe shaped the paƌtiĐipaŶts͛ eǆpeƌieŶĐes of pƌofessioŶalisatioŶ. The 
next chapter continues the thematic narrative analysis of the data drawing extensively on the work 
of Bolman and Deal (2013) and other ECEC leadership literature to explain how organisational 
stƌuĐtuƌes aŶd pƌaĐtiĐes shaped the paƌtiĐipaŶts͛ eǆpeƌieŶĐes of ďeĐoŵiŶg a pƌofessioŶal. 
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Chapter 7: Multiframe analysis and findings 
7.1 Introduction  
This Đhapteƌ ĐoŶsideƌs eǆtƌaĐts of the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes thƌough the fouƌ fƌaŵes, stƌuĐtuƌal, 
huŵaŶ ƌesouƌĐe, politiĐal aŶd sǇŵďoliĐ, of BolŵaŶ aŶd Deal͛s ;ϮϬϭϯͿ ŵultifƌaŵe ŵodel. This ŵodel 
is used by Bolman and Deal to analyse individual organisations, including business and educational 
organisations. Its application to the data offers multiple perspectives on the effect of organisational 
stƌuĐtuƌes aŶd pƌaĐtiĐes oŶ the paƌtiĐipaŶts͛ eǆpeƌieŶĐes of pƌofessioŶalisation, and more broadly 
across ECEC in the PVI sector. To ensure that the application of the multiframe model is 
contextualised to ECEC, the interview data is also interrogated with reference to ECEC leadership 
literature. The chapter draws particularly on the work of Siraj and Hallet (2014) who focus on caring 
and effective leadership which is collegial, relational, reflective, nurturing and caring. The chapter 
also draws on the work of Hallet (2014) who considers the challenges of leadership for learning 
within an ethic of care. Bolman and Deal (2013) also posit that their framework can be used to 
improve leadership practice and reframe change in organisations, and this resonates with the role of 
the EYP as a change agent and leader of practice (CWDC 2008). The stories in this study demonstrate 
that even small organisations, such as the majority of PVI settings, are complex environments which 
challenge our attempts at sense-making; therefore, in this chapter I draw on the Bolman and Deal 
(2013) model as a way of making sense of how the organisational structures and practices of small 
PVI settings affected the experiences and perspectives of the participants as they worked towards 
becoming an EYP. 
The intent, therefore, of this chapter is to interpret excerpts from the narratives through the four 
fƌaŵes as BolŵaŶ aŶd Deal ;ϮϬϭϯͿ suggest that ŵultifƌaŵe thiŶkiŶg ĐaŶ help the leadeƌ ͚develop a 
diagŶosis of ǁhat theǇ aƌe up agaiŶst aŶd ŵoǀe foƌǁaƌd͛ (p.18). As in the previous chapter, I have 
folloǁed ‘iessŵaŶ͛s (2008) approach to thematic narrative analysis and have interrogated selected 
segŵeŶts of the paƌtiĐipaŶts͛ narratives which illustrate how organisational structures and practices, 
in their settings, affected their experiences as they worked towards EYPS.  
7.2 The structural frame 
KaƌeŶ͛s aĐĐouŶt suggests that heƌ settiŶg had ǁell estaďlished oƌgaŶisatioŶal stƌuĐtuƌes ǁith ĐleaƌlǇ 
defined roles and lines of authority. The structural form was displayed on the wall for all to see and 
the lines of authority were explicit. Karen stated, 
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We have a board on the wall at work with the manager and deputy manager at the top. 
Theƌe͛s Ŷo ƋualifiĐatioŶs oŶ theƌe aŶd I͛ŵ the ŵost Ƌualified peƌsoŶ theƌe; theŶ uŶdeƌŶeath 
we are all just nursery nurses, the little people. 
The level of qualifications, particularly of the management team members, was an issue for Karen as 
she stƌuggled to eŶdoƌse theiƌ authoƌitǇ. Heƌe she disĐussed the deputǇ ŵaŶageƌ, ͚She͛s Ŷot eǀeŶ a 
level 4, I might have had a bit more respect for her if she had doŶe heƌ leǀel ϰ͛.   
IŶ Deďďie͛s settiŶg theƌe also appeaƌed to ďe aŶ estaďlished, hieƌaƌĐhiĐal, oƌgaŶisatioŶal stƌuĐtuƌe 
aŶd fƌoŵ Deďďie͛s peƌspeĐtiǀe this ŵeaŶt that theƌe ǁas Ŷo plaĐe foƌ aŶ EYP she said 
Every time I mentioned EYPS, it was skirted aƌouŶd aŶd soŵetiŵes ǁheŶ I͛ǀe ŵeŶtioŶed EYPS 
to the FouŶdatioŶ Stage Leadeƌ it͛s ďƌushed off ďeĐause theǇ͛ƌe thiŶkiŶg, ǁhat does she 
want? 
Deďďie theŶ iŶteƌpƌeted this ďehaǀiouƌ as the ŵaŶageŵeŶt teaŵ ͚not really knowing what to do 
ǁith heƌ͛.  Debbie explained further: 
EYPS was not seen as anything in the school setting and as my manager was qualified to 
level 3 she had little knowledge of the meaning of the qualification. I felt I was 
uŶdeƌappƌeĐiated foƌ all I did........ It͛s just Ǉou doŶ͛t feel Ǉou aƌe getting much recognition 
ďut Ǉou͛ǀe got to ďe happǇ aŶd do it foƌ Ǉouƌself. 
Bolman and Deal (2013) suggest that one of the central assumptions underpinning the structural 
fƌaŵe is that, if foƌŵal ƌoles aŶd ƌespoŶsiďilities aƌe suitaďlǇ alloĐated, people͛s performance will be 
maximised. Furthermore, they argue that the organisational structure provides a blueprint of 
expectations of how the internal workforce and external colleagues should behave and 
communicate. It seems that the introduction of EYPS, partiĐulaƌlǇ iŶ KaƌeŶ͛s aŶd Deďďie͛s settiŶgs, 
had disrupted the structural blueprint in the settings, thus changing and challenging the 
expectations of the staff teams, and crucially challenging the lines of authority. Whilst it has been 
the expectation that teachers and leaders in English schools hold a degree level qualification, in the 
PVI sector, this has not been the case. Therefore, participant accounts suggest that the introduction 
of EYPS, at degree level, disrupted the existing structural frame in the participants' settings and led 
to uncertainty around job roles for Karen and Debbie, and their management teams. It appears that, 
in the settings where Karen and Debbie worked, a formal chain of command was in place which 
meant there was a designated 'boss' with formal authority. Siraj and Hallet (2014) identify an 
evolving understanding of leadership in ECEC whereby leadership is a communal concept where all 
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can be a leader and engage in leadership. This emerging understanding of leadership did not appear 
to ďe pƌeseŶt iŶ KaƌeŶ͛s aŶd Deďďie͛s settiŶgs ǁheƌe stƌoŶg assoĐiatioŶs of leadeƌship ǁith 
management and a position of authority persisted. Bolman and Deal (2013) suggest that this type of 
vertical structure can work effectively when authority is both endorsed by subordinates and 
authorised by superiors. Karen and Debbie were more qualified than their managers, making it hard 
for them to fully endorse the authority of the managers and this seems to have contributed to some 
of the conflict they experienced in their settings. In addition, Bolman and Deal (2013) point out that 
it is typical for professionals to know more about their work than their supervisors and those 
professionals typically expect autonomy, and to report to professional colleagues. This is potentially 
problematic in the PVI sector where just one fifth of the workforce is qualified to level 4 or above 
and the proportion of graduate level managers is around 58% (NDNA 2015). Therefore, as the 
experience of Karen and Debbie suggests, the introduction of a professional who is more highly 
qualified than the existing manager of the setting could lead to political tensions and conflict. The 
professional may expect a level of autonomy which the manager is unwilling to allow and, in turn, 
the professioŶal ŵaǇ stƌuggle to eŶdoƌse the ŵaŶageƌ͛s authoƌitǇ. 
Emma, as the owner and manager of a setting, was able to offer a unique perspective on her political 
skills as a leader, and as a manager, before she began working towards EYPS. She said, 
I tried to be ŵaŶageƌ aŶd fƌieŶd. I ǁasŶ͛t leadiŶg, I ǁas ĐoaĐhiŶg, Ŷot eǀeŶ ĐoaĐhiŶg. I ǁas 
either doing it myself or thought I was modelling and expecting them to follow and they 
didŶ͛t... I ǁas tƌǇiŶg too haƌd to ďe eǀeƌǇoŶe͛s fƌieŶd ďut I ǁas also ǀeƌǇ ĐoŶtƌolliŶg.  
Eŵŵa also eǆplaiŶed that at tiŵes she ͚stƌuggled͛ ǁith the ŵaŶǇ ͚hats͛ she had to ǁeaƌ. “he Ŷoted, 
͚We haǀe less haŶds at the ŵoŵeŶt so I͛ŵ plaǇiŶg ǁith the kids oŶe ŵiŶute, leadeƌ, ŵaŶageƌ, doiŶg 
EYPS, so fiŶdiŶg a ďalaŶĐe takes loŶgeƌ͛ 
As the quote froŵ Eŵŵa͛s Ŷaƌƌatiǀe suggests as the oǁŶeƌ of a sŵall settiŶg, she had to ďe fleǆiďle, 
stepping in at short notice to ensure statutory adult-to-child ratios were maintained within the 
setting. Furthermore at times she appeared to struggled with the competing demands of leading and 
managing the setting. Siraj-Blatchford and Manni (2007) highlight as important the ability of 
effective leaders in ECEC to be able to strike a balance between leading and managing. This can be 
problematic because, as Hallet (2014) points out, leadership and management are tied together in 
ECEC, and frequently used interchangeably. Hallet (2014) and Aubrey (2012) suggest that in small 
settings managerial and administrative tasks can take time away from leading pedagogy and 
practice. Whilst the structural frame emphasises the importance of the division of labour and 
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allocation of roles, Bolman and Deal (2013) acknowledge that, in small organisations, flexibility is 
required. This flexibility is not at odds with the structural frame and is common in small and/or 
tuƌďuleŶt oƌgaŶisatioŶs ;BolŵaŶ aŶd Deal ϮϬϭϯͿ. Eŵŵa͛s settiŶg ǁas sŵall aŶd had uŶdeƌgoŶe a 
period of turbulence caused by changes to ECEC policy, including the introduction of EYPS. 
Nevertheless, Emma suggested that EYPS had helped clarify roles in her setting and she explained 
that she had moved away from an inflexible, vertical organisational structure to a more horizontal 
approach to coordination in the organisation, devolving some of her management tasks to the 
deputy manager. Hallet (2014) argues that tensions arise in an organisation when the distinct roles 
and responsibilities of leadership and management are not understood. Emma acknowledged that 
͚EYPS has Đƌeated a ƌole that ǁasŶ͛t theƌe ďut Ŷeeded to ďe theƌe. It͛s Đlaƌified my role and the 
deputǇ is ŵaŶagiŶg ŵoƌe͛. Whilst Emma could see some distinction between her role as a leader 
and manager, ultimately she retained authority, and her story suggests that her leadership role 
remained interlinked with her authority as owner and manager of the setting. 
Eŵŵa͛s stoƌǇ suggested that it ǁas ŶeĐessaƌǇ foƌ heƌ to ƌetaiŶ authoƌitǇ iŶ oƌdeƌ to tƌǇ aŶd pƌoteĐt 
her employees from some of the negative consequences of external policy changes, for example, 
when she refused to do the assessments which government policy indicates should be carried out by 
the Health Visitor. Bolman and Deal (2013) assert that small organisations can be susceptible to 
unwanted outside influences and that organisational structure is essential in insulating the setting 
and the workforce from external pressures. Although Emma was successful in insulating her 
employees from some outside influences, she was unable to protect them from the financial loss the 
setting incurred when a nearby school opened a nursery. Emma explained,  
 The school in the village is starting a competing nursery. She will be charging twenty pounds 
a head foƌ full daǇ Đaƌe, I ĐaŶ͛t Đoŵpete ǁith that. We ŵostlǇ had NEF ĐhildƌeŶ ďut the 
parents got a letter from her saying we notice you are not iŶ the sĐhool aŶd it͛s ƌeallǇ haƌd to 
argue with a Head Teacher who is saying look transitions will be easier, siblings are here, it 
ǁill ďe easieƌ. She͛s uŶdeƌĐut us dƌaŵatiĐallǇ aŶd told paƌeŶts theǇ ǁoŶ͛t get a plaĐe iŶ the 
school, and, as much as you tell paƌeŶts that͛s Ŷot the Đase, it ďeĐoŵes Ǉouƌ ǁoƌd agaiŶst a 
head teacher. We lost seven children. 
Emma described how she was very open with her staff so that they understood the impact that the 
loss of seven children had on the setting. She said, ͚I sat with the staff and explained how it all works 
aŶd theǇ eǀeŶ said look those thƌee ŵoŶths Ǉou ŵade a loss͛. Although Emma had authority in her 
setting, it was not enough to persuade the parents to leave their children in the setting.  During this 
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period, Eŵŵa stƌuggled to keep the settiŶg opeŶ. “he ĐoŵŵeŶted, ͚I͛ll ĐaƌƌǇ oŶ uŶtil Septeŵďeƌ aŶd 
I͛ǀe alǁaǇs paid foƌ theiƌ tƌaiŶiŶg, ďut if theǇ Ŷeed to look foƌ soŵeǁheƌe else I ǁouldŶ͛t ďlaŵe 
theŵ͛.  
Emma explained that she was willing to forgo a salary herself to continue to pay her staff and this 
sǇŵďolised heƌ uŶdeƌstaŶdiŶg of heƌ eŵploǇees͛ ƌelatiǀelǇ pooƌ paǇ aŶd ĐoŶditioŶs. “he 
aĐkŶoǁledged, ͚I kŶoǁ theǇ aƌe oŶ ƌuďďish ǁages͛. At this time, Emma could have agreed to offer 
more places to 'vulnerable' two year olds, funded by the government which would have brought 
more money into the setting. Emma explained why she chose not to: 
I just ĐaŶ͛t do it. The tǁo Ǉeaƌ olds I haǀe, the paƌeŶts Ŷeed so ŵuĐh suppoƌt. I͚ǀe put oŶ 
parenting classes, they turn up at fiƌst theŶ just dƌiďs aŶd dƌaďs. It͛s Ŷot the Đhild͛s fault ďut 
the parents need so much help. They are putting so much on nurseries everyone is stretched. 
Emma was not prepared to compromise the quality of care offered in her setting and to place an 
unfair burden on her staff. Even though money was tight, Emma seemed determined to try and use 
EYPS as an opportunity to improve the quality of her setting and to benefit the staff she was 
responsible for employing. From these examples Emma seems to be demonstƌatiŶg ͚caring 
leadeƌship͛ (Siraj and Hallet 2014 p.20,) her ethic of care extends beyond the children to her 
workforce. Emma appeared to be demonstrating behaviours and qualities, such as being nurturing, 
democratic and assertive, in her leadership style ǁhiĐh aƌe assoĐiated ǁith ͚ŵateƌŶal feŵiŶisŵ͛ 
(Siraj and Hallet 2014 p.19).  
Within the structural frame Bolman and Deal (2013) suggest that organisations should use both 
ǀeƌtiĐal ͚top doǁŶ͛ aŶd hoƌizoŶtal ͚decentralised, lateral͛ ;p.ϱϳͿ foƌŵs of ĐooƌdiŶation when 
designing an organisational structure. Although the optimal blend of vertical and horizontal 
approaches depends on the unique circumstances of the organisation, the structure must change in 
response to changing circumstances. It did appear that Emma was able to exercise caring leadership 
(Siraj and Hallet 2014) and through the process of reflection adapt the organisational structure in 
her setting as circumstances changed. Working towards EYPS supported her reflective, flexible and 
caring approach.  IŶ ĐoŶtƌast, KaƌeŶ͛s aŶd Deďďie͛s Ŷaƌƌatiǀes suggest that, iŶ theiƌ oƌgaŶisatioŶs, 
managers were keen to maintain the vertical organisational structure and this approach to 
coordination prevailed, and was unable to accommodate the EYP role.  
Although Lauren did not hold a position of authority in her setting, her aunt, the owner and 
manager, did and she was able to ensure that Lauren was able to make changes necessary to 
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achieve EYPS. From the perspective of the structural frame the vertical organisational structure in 
LauƌeŶ͛s settiŶg seeŵed to suppoƌt heƌ pƌogƌess toǁaƌds EYP“.  LauƌeŶ͛s auŶt, ďeĐause of heƌ 
authority in the setting, was able to devolve some of her responsibilities for leading practice to 
Lauren, and Lauren did not appear to face any overt resistance from other staff in the setting.  
Lauren explained, 
I͛ŵ luĐkǇ to haǀe suppoƌt iŶ ŵǇ settiŶg, theǇ aƌe ƌeallǇ pushiŶg ŵe. The EYP has alƌeadǇ 
highlighted aďout seǀeŶ thiŶgs oŶ heƌ joď desĐƌiptioŶ foƌ ŵe to do, aŶd I͛ŵ leadiŶg all the 
planning ŵeetiŶgs Ŷoǁ.  I͛ǀe heaƌd fƌoŵ soŵe of the otheƌs hoǁ theǇ stƌuggle to get tiŵe off 
to atteŶd EYPS daǇs. I͛ŵ luĐkǇ the pƌe-school leader is an EYP. 
Neǀeƌtheless, LauƌeŶ͛s peƌĐeptioŶ ǁas that, iŶ spite of heƌ auŶt͛s authoƌitǇ aŶd aŶ estaďlished 
organisational structure in the setting, her age was a disadvantage as she developed her role as a 
leader and EYP. 
I thiŶk ǁheŶ Ǉou aƌe ǇouŶg Ǉou aƌe Ŷot seeŶ as pƌofessioŶal at ǁoƌk, Ǉou͛ƌe just theƌe ǁith 
the kids. Some people walk in and see you as a student or a voluŶteeƌ ǁheƌeas Ǉou͛ǀe ďeeŶ 
theƌe fiǀe Ǉeaƌs aŶd I͛ŵ Ƌuite eǆpeƌieŶĐed foƌ ŵǇ age. 
 VieǁiŶg LauƌeŶ͛s eǆpeƌieŶĐe thƌough the huŵaŶ ƌesouƌĐe fƌaŵe, ǁhiĐh sees oƌgaŶisatioŶs as ŵade 
up of individuals with needs, feelings, prejudices, skills and limitations can offer further insight into 
LauƌeŶ͛s eǆpeƌieŶĐes as she took oŶ a leadeƌship ƌole iŶ the settiŶg ;BolŵaŶ aŶd Deal ϮϬϭϯͿ  
7.3 The human resource frame 
The human resource frame explores the relationship between people and their organisation and 
illuminates that people ƌeƋuiƌe ďeŶefits that eǆteŶd ͚beyond money͛ ;BolŵaŶ aŶd Deal ϮϬϭϯ p.ϭϮϬͿ 
from their work. Lauren seemed to require professional recognition from her peers which she felt 
was lacking because of her relatively young age. She also looked to EYPS to iŵpƌoǀe heƌ ͚self worth͛ 
aŶd foƌ Đaƌeeƌ adǀaŶĐeŵeŶt, Eŵŵa sought ͚ǀalidatioŶ͛ for her practice, while Karen sought an 
iŶĐƌease iŶ heƌ ͚self esteeŵ͛ in addition to earning more money, and Debbie hoped EYPS would 
provide her with a ͚step up͛ on the career ladder. Bolman and Deal (2013) suggest that high 
performing companies do a better job of understanding and responding to the needs of both 
eŵploǇees aŶd Đustoŵeƌs. KaƌeŶ͛s aŶd Deďďie͛s Ŷaƌƌatiǀes suggested that it ĐaŶ ďe diffiĐult foƌ 
some managers of PVI settings to understand and respond to the needs of their employees, 
particularly those with higher career aspirations. Karen wanted her qualifications to be 
acknowledged and her work to be seen as valuable. Karen explained that the deputy manager had 
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said, ͚She͛d ;KaƌeŶͿ ďetteƌ Ŷot get paid ŵoƌe thaŶ ŵe ǁheŶ she gets EYPS͛. As Karen had not 
discussed an increase in her salary and did not want a management role in the setting, she was 
puzzled ďǇ the ŵaŶageŵeŶt teaŵ͛s ďehaǀiouƌ, although she did offeƌ aŶ eǆplanation: 
 I doŶ͛t kŶoǁ ǁhǇ she thiŶks that. I͛ŵ ǀeƌǇ faiƌ ǁith theŵ, I͛ǀe Ŷeǀeƌ asked foƌ ŵoƌe ŵoŶeǇ, I 
doŶ͛t ǁaŶt to ďe iŶ aŶ offiĐe, I doŶ͛t ǁaŶt theiƌ joďs..... MaǇďe theǇ aƌe thƌeateŶed. 
Eŵŵa͛s Ŷaƌƌatiǀe offeƌed soŵe iŶsight iŶto ǁhǇ KaƌeŶ͛s ŵaŶageƌ ďehaved in this way, as she 
explained that, before undertaking EYPS, she lacked skill and understanding in leading and 
motivating her staff.  As Aubrey (2011) points out, leaders in ECEC often take up leadership roles 
without training and Murray and McDowall Clark (2012) argue that, until the introduction of EYPS, 
training in leadership was mainly directed towards developing individuals in organisational lead 
roles. Therefore, as Bolman and Deal (2013) argue managerial skills and understanding can be in 
͚short supplǇ͛ (p.157) in ensuring a good fit between the employees and the organisation. 
All of the participants identified that a lack of training and qualifications was an issue for some 
managers in PVI settings and that this meant that they were unable to align the needs of the 
organisation with those of the individual EYP. Bolman and Deal (2013) also point out that some 
managers do not see the advantages in investing in people as they fear losing control and indulging 
workers. Individuals in an organisation, including managers, can fear the economic, practical and 
social elements of change, as Siraj and Hallet (2014) point out change can heighten uncertainty. 
Bolman and Deal (2013) suggest that, when managers feel vulnerable, they revert to self protection. 
This ƌeǀeƌsioŶ to self pƌoteĐtioŶ is suggested ŵost ǀiǀidlǇ iŶ KaƌeŶ͛s stoƌǇ ǁheŶ she desĐƌiďed hoǁ 
the management team sabotaged her setting visit, with considerable negative consequences for 
KaƌeŶ͛s health aŶd ǁell ďeiŶg. Siraj and Hallet (2014) explain that when change is devoid of 
ĐoŶsultatioŶ aŶd suppoƌt it ǁill, iŶ the loŶg ƌuŶ, iŶeǀitaďlǇ fail aŶd KaƌeŶ͛s aŶd, to soŵe eǆteŶt, 
Deďďie͛s Ŷaƌƌatiǀes suggest that theƌe ǁas a laĐk of suppoƌt ďǇ the ŵaŶageŵeŶt teaŵs foƌ the 
introduction of EYPS.  Bolman and Deal (2013) point out that a lack of attention to the human 
resource frame can leave employees depressed, de-motivated and vulnerable to exploitation. 
Exploitation has been discussed in Chapter 6 in relation to the stories of Karen, Debbie and Emma.   
The participants in this study were motivated by a number of factors in their pursuit of EYPS, and for 
three of them this included the potential to earn more money as Karen said ͚I͛d like to ďe aďle to go 
oŶ holidaǇ oŶĐe iŶ a ǁhile͛. How much someone is paid can send a powerful message about the 
ǁoƌth of aŶ iŶdiǀidual aŶd theiƌ ǁoƌk, aŶd Eŵŵa suŵŵaƌised heƌ uŶdeƌstaŶdiŶg of heƌ eŵploǇees͛ 
ƌelatiǀelǇ pooƌ paǇ aŶd ĐoŶditioŶs ǁheŶ she aĐkŶoǁledged ͚I kŶoǁ theǇ aƌe oŶ ƌuďďish ǁages͛ . 
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Bolman and Deal (2013) acknowledge that wages are an important incentive for workers. However, 
Bolman and Deal (2013) also point out that employees are motivated by factors such as 
achievement, recognition for work well done; respect and esteem and these factors converge with 
those fouŶd iŶ the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes. Lauren was very clear that she wanted to stay working 
ǁith ĐhildƌeŶ. LauƌeŶ eǆplaiŶed ͚I doŶ͛t ǁaŶt to go iŶto ŵaŶagiŶg a settiŶg; I͛ǀe doŶe this to ďe iŶ 
the ƌooŵ ǁith the ĐhildƌeŶ͛. Similarly Karen and Debbie wanted to remain working with children, 
KaƌeŶ said ͚I doŶ͛t ǁaŶt to ďe iŶ aŶ offiĐe͛ aŶd Deďďie said ͚I͛ll alǁaǇs ǁaŶt to ďe ǁith the littlies͛. 
The participants seemed to be motivated by becoming a pedagogical leader rather than aspiring to 
organisational leadership. Siraj and Hallet (2014) argue that pedagogical leadership is activated by 
͚passion͛ ;p.ϭϭϯͿ ǁheƌe passioŶ is a stƌoŶg eŵotioŶal eŶthusiasŵ, a deep aŶd souŶd ĐoŵŵitŵeŶt 
for working with young children (Hallet 2014).  For Lauren, Debbie and Karen their aspirations to be 
a pedagogical leader and to acquire greater status, self esteem and financial reward could not be 
ƌeĐoŶĐiled ǁith theiƌ settiŶgs͛ Ŷeeds. Theiƌ Ŷeeds ǁeƌe at odds ǁith the PVI seĐtoƌ geŶeƌallǇ ǁhiĐh is 
still characterised by low status and poor pay and conditions (Nutbrown 2012). 
Furthermore, Hallet (2014) identifies that effective pedagogical leaders need opportunities to 
engage in reflective dialogue and to be part of a learning centred community in which adults learn 
together. Lauren recognised that she had worked in such an environment when she said; 
The manager and room leaders have done it themselves... to know that they have done it 
aŶd Ǉou ĐaŶ see theiƌ leadeƌship skills. TheǇ͛ǀe ďeeŶ theƌe to suppoƌt ŵe, theǇ͛ǀe ŵeŶtoƌed 
ŵe. It͛s definitelǇ ďeeŶ helpful haǀiŶg theŵ theƌe as opposed to soŵeoŶe like KaƌeŶ ǁho͛s 
Ŷot had aŶǇoŶe theƌe ǁho kŶoǁs the pƌoĐess; it͛s ďeeŶ ŵoƌe of a ĐhalleŶge to get aŶǇoŶe to 
uŶdeƌstaŶd ǁhǇ she͛s doiŶg thiŶgs. 
Lauren also appeared to recognise that Karen had not worked in a learning centred community. 
Debbie and Karen did not get their needs met in the settings where they worked as they undertook 
EYP“ aŶd so theǇ fouŶd otheƌ joďs. LauƌeŶ͛s auŶt aŶd ŵaŶageƌ ǁas aŶ EYP aŶd she did uŶdeƌstaŶd 
and try to meet LaureŶ͛s immediate needs to achieve EYPS.  Although, Lauren was very grateful for 
the support she had received from her aunt, she realised that, for career progression and 
professional recognition, she would have to leave the setting. Emma, as the owner and manager, 
had adapted her management style to align her needs with those of the organisation as she worked 
towards EYPS.  Emma, unlike the other participants, could not easily look for alternative 
eŵploǇŵeŶt aŶd, at tiŵes, Eŵŵa͛s Ŷeeds as aŶ EYP ǁeƌe outǁeighed by the more pressing need to 
keep the setting solvent during a period of rapid policy change for the PVI sector. As Bolman and 
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Deal (2013) point out, the needs of an organisation and those of the employees change in response 
to external economic and political circumstances, and individuals, including managers, find it hard to 
keep up. Aligning the changing needs of employees with those of the organisation can be 
challenging, and Bolman and Deal (2013) suggest that a successful human resource strategy is often 
a long term project undergirded by effective management practices.  
7.4 The political frame 
The structural frame likens the organisation to a factory and the human resource frame views the 
organisation as a family. Viewed through the political frame, oƌgaŶisatioŶs aƌe desĐƌiďed as ͚arenas 
hosting ongoing contests of individual and group interests͛ ;BolŵaŶ aŶd Deal ϮϬϭϯ p.ϭϴϴͿ. BolŵaŶ 
and Deal (2013) explain that coalitions form because members need each other and, in the political 
frame, the issue is how competing groups articulate preferences, and exercise power to get what 
they want. Power in an organisation is the capacity to make things happen and there is often a tight 
linkage between power and dependency (Bolman and Deal 2013) as illustrated in the following 
segŵeŶt fƌoŵ KaƌeŶ͛s Ŷaƌƌatiǀe. IŶ KaƌeŶ͛s settiŶg the ŵaŶageƌ aŶd deputǇ ŵaŶageƌ had ǁoƌked 
togetheƌ foƌ ŵaŶǇ Ǉeaƌs aŶd, fƌoŵ KaƌeŶ͛s peƌspeĐtiǀe, aŶd politiĐallǇ, theǇ seeŵed to ďe uŶited iŶ 
pƌoteĐtiŶg theiƌ iŶteƌests. KaƌeŶ͛s peƌĐeptioŶ ǁas that they had physically separated themselves 
fƌoŵ the daǇ to daǇ ǁoƌk ǁith the ĐhildƌeŶ, as she eǆplaiŶed, ͚You see they are at the front of the 
ďuildiŶg aŶd theǇ doŶ͛t Đoŵe iŶ to the ƌooŵs͛. Karen had tried for many months to be released from 
the pre-school room to get experience in the baby room which she needed to meet the EYPS 
standards. However, the management team only agreed to this if Karen changed roles, and was 
willing to provide cover in the setting wherever needed. Karen described how this made her feel: 
͚TheǇ had ŵe oǀeƌ a ďaƌƌel ƌeallǇ, ďut I thought if I ǁaŶt to get iŶ the ďaďǇ ƌooŵ I͛d ďetteƌ agƌee, it 
ǁasŶ͛t a pƌoŵotioŶ theǇ just ǁaŶted Đoǀeƌ͛. 
Debbie also experienced some political tensions in her setting which culminated in what Debbie 
desĐƌiďed as ͚a little blow out͛. Afteƌ this Deďďie͛s ŵaŶageƌ aŶd the head teaĐheƌ of the sĐhool said 
that they wanted to support her working towards EYPS. Hallet (2014) advocates practitioners 
engaging in reflective conversations about professional practice to allow roles and practice to 
deǀelop. It appeaƌs that iŶ KaƌeŶ͛s aŶd Deďďie͛s settiŶgs theƌe ǁeƌe ǀeƌǇ liŵited oppoƌtuŶities foƌ 
reflective conversations which included the management team. Both Deďďie͛s aŶd KaƌeŶ͛s stoƌies 
suggest that they were dependent on their management teams to achieve EYPS; therefore, the 
management teams had leverage over Karen and Debbie. The management teams controlled the 
alloĐatioŶ of ƌesouƌĐes, iŶ KaƌeŶ͛s Đase these ďeiŶg the staff ƌota aŶd aĐĐess to the ďaďǇ ƌooŵ, aŶd, 
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in Deďďie͛s Đase, the leaǀe aƌƌaŶgeŵeŶts aŶd aƌƌaŶgeŵeŶts foƌ teŵpoƌaƌǇ Đoǀeƌ. This gaǀe theŵ 
power over Debbie and Karen, which Bolman and Deal (2013) describe as a key resource in an 
organisation. Bolman and Deal (2013) argue that most important decisions involve allocating scarce 
resources, deciding who gets what. They also suggest that competing for scarce resources puts 
conflict at the centre of the day to day dynamics of an organisation, and makes power the most 
important asset.  
Bolman and Deal (2013) argue that society is not a cohesive unit and neither are organisations. 
However, managers are often tasked with setting goals which employees can unite together to 
achieve. The political view of goals suggests that they are often unclear, inconsistent and may be in 
conflict. Although Siraj-Blatchford and Manni (2007) state that the primary purpose of any setting is 
to improve the educational, social and health outcomes for children, in the PVI sector there are a 
multiplicity of goals, for example, making a profit, meeting the needs of working parents, meeting 
the needs of children and providing high quality care and education. There can be tension between 
providing high quality ECEC and making a profit (Pugh 2014) and between meeting the needs of 
parents and meeting the needs of children (Pugh 2014). The narratives provided multiple examples 
of the tension between competing goals, in terms of goals for ECEC and goals for practitioners 
working towards EYPS. Emma and Lauren described in their narratives the tension between their 
working towards EYPS and financial viability for their setting. As Lauren explained  
I͛ŵ hopiŶg to staǇ at ŵǇ settiŶg uŶtil I͛ǀe doŶe the HoŶouƌs degƌee ďut uŶfoƌtuŶatelǇ ouƌ 
hours have been cut at work. So, when we go back in September ǁe͛ll ďe doǁŶ fiǀe houƌs. 
Our contracts were changed last year to be flexible but they may have to let a member of 
staff go, aŶd at the ŵoŵeŶt it͛s ďetǁeeŶ ŵe aŶd heƌ. 
 Debbie described the tension between providing consistent care for the two year olds in her setting 
and taking time out of the setting to attend EYPS days at the university. Debbie said 
You doŶ͛t ǁaŶt to let the ĐhildƌeŶ doǁŶ ǁhiĐh puts pƌessuƌe oŶ as ǁell. The ĐhildƌeŶ aƌe oŶlǇ 
tǁo aŶd thƌee so theǇ do kŶoǁ ŵe, aŶd theǇ doŶ͛t ǁaŶt ŵe Ŷot to be there which is nice. 
 For Debbie, Lauren and Emma, it was possible to strike a balance between competing goals in ECEC 
and working towards EYPS. Lauren, for example, agreed to work fewer hours to help the setting 
remain financially viable and Emma decided to foƌgo heƌ salaƌǇ. Fƌoŵ KaƌeŶ͛s peƌspeĐtiǀe, she aŶd 
the management team in the setting had very different ideas about practice, for example Karen 
suggested that her manager considered the outdoor activities planned for the final assessment as 
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messy. The organisation seemed to lack a unifying goal concerning quality practice and this led to 
conflict. Siraj and Hallet (2014) argue that vision is a critical feature of effective leadership found in 
successful organisations. Vision refers to a clear pathway of direction for a setting and it must be a 
ĐolleĐtiǀe ǀisioŶ that is oǁŶed ďǇ all the stakeholdeƌs ;“iƌaj aŶd Hallet ϮϬϭϰͿ. IŶ KaƌeŶ͛s settiŶg she 
did not share the same vision as the management team, which led to conflict. Siraj and Hallet (2014) 
state that vision is predicated on reflective practice and it must be clearly articulated and most 
importantly connected to the issues of pedagogy. Without a clear vision, Siraj and Hallet (2014) point 
out that individuals within an organisation will often be working towards different and conflicting 
ageŶdas, ǁhiĐh seeŵed to ďe a featuƌe of pƌaĐtiĐe iŶ KaƌeŶ͛s aŶd Deďďie͛s settiŶgs. Eŵŵa shaƌed 
and consulted with her staff team to help a clear vision of practice emerge, for example with 
practice to promote sustained shared thinking. Whilst Bolman and Deal (2013) point out that conflict 
within organisations is inevitable, they suggest that what matters is how it is managed. They further 
suggest that competing stakeholders fight for their own interests and, from bargaining and 
negotiating goals, decisions can emerge. In line with this claim, Karen and Debbie did have to bargain 
and negotiate with their management teams in order to bring about changes in their settings in 
order to achieve their goal of becoming an EYP. Furthermore, Bolman and Deal (2013) point out that 
out of power struggles leaders develop political skills including negotiation, agenda setting and 
alliance building. Lauren explained her experience of using her political skills of negotiation and 
alliance building in her placement setting 
You have to lead staff, it builds your confidence, and you have to negotiate and talk to higher 
management, ask them and explain things. You have to explain to staff in the room so I think 
it helps them understand whǇ Ǉou aƌe doiŶg it. You haǀe to ďe a leadeƌ ďut Ǉou doŶ͛t ǁaŶt to 
come across as taking over. 
Emma explained setting an agenda for her meeting with the health visitor and Karen spoke of 
building alliances with other colleagues and parents in her setting. Debbie also had to negotiate with 
her management team in order to fulfil the requirements of EYPS. Rodd (2013) states that 
͚suĐĐessful leadeƌship iŶ the eaƌlǇ Đhildhood field is a ŵatteƌ of ĐoŵŵuŶiĐatioŶ ŵoƌe thaŶ aŶǇthiŶg 
else͛ (p.63) and Siraj and Hallet (2014) argue that a leader who is capable of communicating clearly is 
likely to command a greater capacity to influence rather than manipulate others. This is important in 
a sector where practitioners are vulnerable to exploitation. Similarly communication is central to 
reflective dialogue and articulating a vision and it underpins caring, effective leadership (Siraj and 
Hallet 2014). Hallet (2014) states that the process of reflection provides agency for leadership, and 
Siraj-Blatchford and Manni 2007 argue that effective leaders are reflective in their own practice and 
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encourage reflection in their staff. Reflection is a central thread of leadership and working towards 
EYP“ ŶeĐessitated the paƌtiĐipaŶts deǀelopiŶg theiƌ ƌefleĐtiǀe skills. Eŵŵa ƌeŵaƌked ͚I definitely had 
to ƌefleĐt͛ and Karen pointed out some of the negative consequences of reflecting on practice as part 
of becoming an EYP. She said, 
It͛s Ƌuite daŶgeƌous aĐtuallǇ to go oŶto this degƌee. You ŶotiĐe thiŶgs a lot ŵoƌe, aŶd, ǁheŶ 
Ǉou ĐaŶ͛t put the ĐhaŶges iŶto pƌaĐtiĐe ďeĐause theǇ ǁoŶ͛t let Ǉou out of Ǉouƌ ƌooŵ, Ǉou hit 
a ďƌiĐk ǁall, aŶd so Ǉou thiŶk oh ŵǇ God I͛ǀe got to get out of heƌe. 
However, Debbie and Lauren were able to reflect on some of the positive changes working towards 
EYPS had had oŶ theiƌ pƌaĐtiĐe. LauƌeŶ stated ͚ Noǁ, I͛ŵ aďle to talk to theŵ, the staff, ƌatheƌ thaŶ 
ŵake it a ďig deal͛ and when Debbie moved into her new job she reflected on what she had done as 
part of becoming an EYP. She said, 
The other day at work I was trying to remember everything I did at my last job, activities, 
thiŶgs I͛d put iŶ plaĐe, aŶd I eŶded up goiŶg thƌough ŵǇ EYPS ǁoƌk, aŶd I Đaŵe up ǁith loads 
of things to input. 
Therefore, the exercise of power need not be negative; it can support leaders in developing political 
and reflective skills, and it can be exercised positively by managers and leaders to support an 
iŶdiǀidual, as LauƌeŶ eǆpeƌieŶĐed. Fƌoŵ the staƌt of the EYP pƌoĐess, LauƌeŶ͛s auŶt, despite 
considerable financial constraints, released Lauren to attend taught sessions at the university and 
also to carry out a placement in another setting. It does appear that the warm and loving 
relationship which existed between Lauren and her aunt was enough to overcome the likelihood of 
conflict arising out of difference, and the competition of individual self interest. Although the type of 
familial coalition formed by Lauren and her aunt may not be replicated in other settings, Bolman and 
Deal (2013) point out that, within the political frame, coalitions can be positive.  
Although the political frame is focused on power, Bolman and Deal (2013) state that it is incorrect to 
assume that power only comes from the top down; rather, it exists at every level of an organisation. 
Deďďie͛s Ŷaƌƌatiǀe highlighted that she exercised power despite her relatively low position in the 
hierarchy of the organisation when she decided to take annual leave to attend university as, from 
her perspective, this would allow her to exercise the ultimate power of eventually leaving the setting 
͚guilt free͛. Fƌoŵ the peƌspeĐtiǀe of the politiĐal fƌaŵe Deďďie, as aŶ eǆpeƌieŶĐed aŶd ǁell-qualified 
member of staff, was a scarce resource and this was her source of power, and, as Bolman and Deal 
(2013) explain, power in an organisation can come from the control of scarce resources. Bolman and 
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Deal (2013) also argue that it is possible to exercise coercive power in an organisation where 
coercive power rests on the ability to constrain, interfere or block an action and can be associated 
with threats. KaƌeŶ͛s stoƌǇ offeƌed a possiďle eǆaŵple of the eǆeƌĐise of ĐoeƌĐiǀe poǁeƌ ǁheŶ she 
discovered that her job had been advertised, forcing her to accept another role in the setting in 
order to complete her training for EYPS. However, there are other forms of leverage and in ECEC it is 
possible that the welfare of children can be used as leverage to block, interfere or constrain action. 
Debbie explained in her narrative that, by attending university, it was intimated that she would be 
letting down the children in her care. Debbie was not suggesting that her manager was deliberately 
using the children as a means to exert power, more that a tacit mutual understanding existed in the 
setting that the welfare of the children was a priority. It could be argued that her manager was 
exercising power correctly as the primary purpose of the setting was to meet the needs of the 
children, and there was a legal requirement for the manager to ensure that there was enough staff 
to provide a safe service. However, when Debbie decided to take annual leave to attend university, 
staffing ceased to be an issue and the conflict appeared to subside. 
 Although, KaƌeŶ͛s aŶd to soŵe eǆteŶt Deďďie͛s stoƌies appeaƌ to eǆeŵplifǇ the poteŶtiallǇ 
destructive aspects of politics, consulting the political frame can serve to remind us that there may 
also be positive politics in leadership which is built on a firm moral footing (Bolman and Deal 2013). 
The highest level of moral judgment rests on the general principle of ͚the gƌeatest good foƌ the 
gƌeatest Ŷuŵďeƌ͛ (Bolman and Deal 2013 p.220). Emma seemed determined to try and use EYPS as 
an opportunity to improve the quality of her setting and to benefit the staff she was responsible for 
eŵploǇiŶg. EǀeŶ ǁheŶ ƌesouƌĐes ǁeƌe sĐaƌĐe aŶd Eŵŵa͛s setting was beset by a number of 
problems, including the loss of several children to a rival school, threatening the financial viability of 
the setting, Emma tried to exercise what Bolman and Deal (2013) describe as moral leadership. She 
was willing to forgo a salary herself to continue to pay her staff, and she also tried to protect her 
staff fƌoŵ eǆteƌŶal pƌessuƌes as disĐussed pƌeǀiouslǇ. Eŵŵa͛s leadeƌship pƌaĐtiĐe ƌesoŶates ǁith 
caring leadership practice as advocated by Siraj and Hallet (2014). They call for leadership in ECEC 
which advocates caring as a social principle and I would argue that this should be extended to caring 
for staff. Bolman and Deal (2013) write that a leader should take a moral stance, be accountable and 
be prepared to engage in dialogue about ethical choices. Emma appeared to be prepared to take a 
moral stance on behalf of the children and the staff in her setting. As the owner and manager, Emma 
had the authority to make these decisions, other EYPs may not.  
Murray and McDowall Clark (2012) argue that a different concept of leadership is needed for ECEC, 
one which encourages practitioner involvement and engagement. Their model of leadership from 
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within seeks to empower and release personal agency, whereby power is for a purpose rather than 
power over individuals. This model recognises that leadership can come from anywhere within the 
setting; however, the data suggests that there is still some way to go for this model of leadership to 
be supported in some settings in the PVI sector. 
7.5 The symbolic frame 
The symbolic frame abandons the notion that organisations are rational worlds, as assumed in the 
other frames. Bolman and Deal (2013) argue that the symbolic frame focuses on how humans make 
sense of the chaotic and ambiguous world in which they live. They draw upon the work of Zott and 
Huy (2007) to suggest that a symbol is something that stands for or suggests something else and that 
symbolism can be conveyed through objects and actions. A symbol conveys socially constructed 
meanings beyond its intrinsic or obvious functional use; that is, as Bolman and Deal (2013) argue, 
the symbolic dimension of an object or action evokes meaning in people, based on a shared 
understanding. For example, the positioning of the management team offices, iŶ KaƌeŶ͛s settiŶg, 
away from the rooms where the children are educated and cared for, could be seen to symbolise the 
deliŶeatioŶ ďetǁeeŶ ĐaƌiŶg aŶd ŵaŶageŵeŶt tasks, aŶd as a sǇŵďol of the ŵaŶageŵeŶt teaŵ͛s 
status. IŶ KaƌeŶ͛s stoƌǇ, the positioŶ of the office, in combination with some of the management 
team's other actions, had a powerful symbolic meaning. To Karen the message conveyed was that 
she aŶd the otheƌ pƌaĐtitioŶeƌs ǁeƌe ͚the little people͛, ǁheŶ Đoŵpaƌed to the ŵaŶageŵeŶt teaŵ. 
Bolman and Deal (2013) suggest that symbols take many forms, including myths, vision, heroes, 
heroines, and ritual. The following section considers the data specifically in light of the symbolic 
forms, myths, vision and values, heroes and heroines and rituals.  
7.5.1 Myths, vision and values 
Bolman and Deal (2013) state that myths often originate in the launching of an enterprise and can 
be understood as the stories behind the story; that is they explain, express and maintain cohesion 
and solidarity between stakeholders. However, the findings suggest that significant stakeholders, for 
eǆaŵple the ŵaŶageŵeŶt teaŵs iŶ KaƌeŶ͛s aŶd Deďďie͛s settiŶgs, aŶd the paƌeŶts aŶd pƌaĐtitioŶeƌs 
fƌoŵ Eŵŵa͛s settiŶg, ǁeƌe Ŷot uŶited iŶ suppoƌt of EYP“. Osgood ;ϮϬϬϵͿ aƌgues that the ECEC 
workforce was constructed in contradictory ways by the New Labour Government prior to the 
introduction of EYPS. This contradiction in the construction of the workforce, when viewed through 
the symbolic frame, means that there was a lack of a compelling and cohesive story to underpin the 
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launch of EYPS, which left some significant stakeholders unconvinced of the need to professionalise 
ECEC.  
Although there is some debate as to whether the sector was in crisis before the launch of EYPS, as 
discussed in Chapter 3,  in their stories Karen, Debbie and Lauren each expressed concern about the 
quality of qualifications and training in the sector for most  practitioners and many managers. In 
order to meet the standards for EYPS, Lauren had to undertake a placement working with babies 
aged between 0-ϭϴ ŵoŶths ǁhiĐh she did at KaƌeŶ͛s settiŶg, aŶd, ǁhilst KaƌeŶ stƌuggled to get tiŵe 
in the baby room, Lauren did not. Lauren acknowledged that Karen had not had the same 
opportunities and provided some of her thoughts on the management team at the setting. 
Soŵe people aƌe Ŷot iŶ the ƌight joď positioŶ. TheǇ haǀe the title ͚ŵaŶageƌ͛ ďeĐause theǇ 
haǀe ďeeŶ theƌe loŶgest, ďut theǇ aƌe Ŷot doiŶg ǁhat͛s oŶ the ďadge.  
 The paƌtiĐipaŶts͛ ĐoŶĐeƌŶs ƌesoŶate ǁith a loŶg ƌuŶŶiŶg stoƌǇ aďout the variability and quality of 
qualifications in the ECEC sector, as highlighted by Nutbrown (2012) and Tickell (2011). In a 
continuation of this story, it seems that the introduction of EYPS failed to dispel recurrent concerns 
about the quality and variability of qualifications in the sector, and, as a result, EYPS never achieved 
parity with QTS. Murray and McDowall Clark (2012) suggest that the introduction of EYTS has placed 
graduate leadership and specific professional roles once more in flux. Bolman and Deal (2013) 
suggest that myths offer a narrative which anchors the present in the past. EYPS has been 
discursively constructed by the government as belonging in the PVI sector with its long association 
with childcare (Roberts-Holmes 2013), thus firmly maintaining cohesion between EYPS and the 
traditional and gendered concepts of the ECEC workforce.  Furthermore, Murray and McDowall Clark 
(2012) point out that locating leadership in a politically designated role, EYPS and EYTS, risks 
reinforcing the dependency culture created when leadership is seen as residing only in nominated 
individuals. 
Perhaps, in an attempt to re-establish the myth of parity between professionals working in ECEC in 
the PVI sector and teachers working in schools, the Coalition Government replaced EYPS with EYTS 
(DfE2013). However, the participants were not convinced by this government constructed myth that 
EYPS or EYTS would have parity with QTS. Both Lauren and Debbie seemed resigned to the 
anticipated disparity between EYPS and EYTS and had plans to apply for a QTS course. Perhaps, 
Lauren and Debbie had simply never believed that EYPS was going to be the same as QTS, in terms of 
status, pay and conditions of employment, and possibly, because they were in the early stages of 
their career, the prospect of undertaking further study was less daunting than for the others.  
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However, Emma had chosen to undertake EYPS rather than return to teacher training and she 
seeŵed to feel ďetƌaǇed ďǇ the goǀeƌŶŵeŶt͛s ĐhaŶge iŶ poliĐǇ. “he had esĐheǁed the established 
status of being a qualified teacher for EYPS, believing that it would bring professional recognition for 
her and her work in ECEC, only to find that EYPS had been replaced by EYTS. Emma described her 
feelings about the introduction of EYTS 
The ƋualifiĐatioŶ ;EYPSͿ doesŶ͛t ƌeallǇ aŵouŶt to aŶǇthiŶg. IŶitiallǇ, I did feel ǀalidated ďǇ 
ďeiŶg aŶ EaƌlǇ Yeaƌs PƌofessioŶal, Ŷoǁ I just see it as a thiŶg I haǀe doŶe. I͛ŵ disappoiŶted, 
gƌosslǇ disappoiŶted ďǇ the faĐt that EYPS isŶ͛t eƋuiǀaleŶt to an Early Years Teacher. 
 Karen viewed the introduction of EYTS with concern for what it might mean for the children and 
suggested that the introduction of teachers into ECEC might interfere with children learning through 
play.  
Bolman and Deal (2013) suggest myths undergird values and that values reflect a core ideology that 
shapes people. Siraj and Hallet (2014) suggest that there is a unique emotional drive in ECEC often 
desĐƌiďed as ͚passioŶ͛ (p.53) for working with young children. This passion is a core ideology and a 
keǇ dƌiǀeƌ iŶ ECEC leadeƌs͛ pƌaĐtiĐe ;Hallet ϮϬϭϰͿ. IŶ tuƌŶ ǀisioŶ tuƌŶs a Đoƌe ideologǇ iŶto aŶ iŵage 
of the future. All of the participants appeared to have a strong core ideology which meant they were 
committed to continuing their work with young children. The vision of Lauren and Debbie for the 
futuƌe iŶĐluded fuƌtheƌ studǇ to gaiŶ QT“; Eŵŵa͛s disappoiŶtŵeŶt at the iŶtƌoduĐtioŶ of EYT“ ŵeaŶt 
that further study was out of the question; and Karen wanted a new job with better pay, and held to 
her belief that children should be allowed to learn through play. 
7.5.2 Heroes and heroines  
Bolman and Deal (2013) describe heroes and heroines in organisations as human models who 
influence, positively, decisions and actions. They do not have to be at the top of an organisation but 
Bolman and Deal (2013) suggest that they are leaders who model the values they hope to instil.  
Theƌefoƌe, BolŵaŶ aŶd Deal͛s desĐƌiptioŶ of a heƌoiŶe ƌesoŶates ǁith the ƌole of the EYP as 
identified by Roberts-Holmes who argues ;ϮϬϭϯ p.ϯϰϭͿ, ͚The central role of an EYP is to lead practice 
iŶ the ǁoƌkplaĐe ǁith the aiŵ of iŶspiƌiŶg otheƌ eaƌlǇ Ǉeaƌ͛s pƌaĐtitioŶeƌs aƌouŶd theŵ; theǇ aƌe 
eŶǀisaged as ĐhaŶge ageŶts͛. However, inspiring others and bringing about change was a challenge 
for some of the participants. For example, Lauren felt that her young age made it difficult for her to 
lead iŶ heƌ settiŶg, aŶd Eŵŵa ǁas Ŷot ĐoŶǀiŶĐed she had ŵade a lastiŶg ĐhaŶge iŶ the ĐhildŵiŶdeƌ͛s 
setting where she carried out a placement, she explained 
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TheŶ ǁith the ĐhildŵiŶdeƌ; she ǁasŶ͛t doiŶg ŵuĐh ǁith heuƌistiĐ plaǇ so I iŶtƌoduĐed it, ďut I 
ĐouldŶ͛t tell heƌ ǁhat to do as she ǁas ǀeƌǇ eǆpeƌieŶĐed. She ǁas ƌeallǇ ŶiĐe ďut ǁaŶted to 
do thiŶgs heƌ ǁaǇ so she ǁouldŶ͛t let ŵe take aŶǇ piĐtuƌes. She wrote a piece and signed it 
ďut I͛ŵ Ŷot suƌe she ǁill keep it up Ŷoǁ I͛ǀe left. 
 Nevertheless, Emma suggested that she had had a positive influence on some colleagues within her 
settiŶg, she ĐoŵŵeŶted ͚the staff are behaving differently too, without a doubt, they see me as a 
ƌole ŵodel ďut take ŶotiĐe ƌatheƌ thaŶ just a ƌole ŵodel ǁho ǁill do͛. Karen, explained how she had 
influenced a colleague to go on and do EYPS,  
SoŵeoŶe else fƌoŵ the settiŶg is doiŶg EYPS, she͛s Ŷeƌǀous ďut she͛s seeŶ ŵe do it, so that͛s 
a good outĐoŵe. That͛s the ǁhole poiŶt to shaƌe kŶoǁledge; ǁe͛ƌe supposed to leaƌŶ fƌoŵ 
each other. 
Both Emma and Karen found this a very rewarding aspect of working towards EYPS. Siraj and Hallet 
(2014) state a central element in many definitions of leadership is that there is a process of influence 
and they highlight the importance of motivation and influencing behaviour in leadership practice. 
Both Karen and Emma appeared to positively influence the behaviour of others in their settings and 
encouraged personal and professional confidence. Siraj and Hallet (2014) argue that it is essential for 
effective leaders to inspire others on their leadership journey to take on leadership roles in other 
organisations. It is possible that both Emma and Karen have inspired their colleagues on their 
leadership journey. 
New Labour policy imbued EYPs with a message of hope and to some extent heroine-like status as 
they were positioned as central to the success of many interweaving and ambitious political 
agendas, particularly reducing the negative impact of poverty on children and families. However, 
EYPs ǁeƌe Ŷot alǁaǇs uŶdeƌstood oƌ ǁell ƌeĐeiǀed iŶ the seĐtoƌ, as KaƌeŶ͛s aŶd Deďďie͛s Ŷaƌƌatiǀes 
appear to illustrate, and their heroine-like status was not acknowledged within their settings. 
Despite having a positive influence on the leadership journey of one colleague Karen explained that 
the management team seemed keen to get rid of her once she had EYPS. She said 
I found my job advertised on the Local Authority website...I wonder if they are expecting me 
to leaǀe. TheǇ͛ƌe thiŶkiŶg hoǁ ĐaŶ ǁe get ƌid of heƌ? But theǇ ĐaŶ͛t just giǀe Ǉouƌ joď aǁaǇ 
and say see you later, surely? 
7.5.3 Rituals 
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‘ituals aƌe sǇŵďoliĐ aĐts, ƌoutiŶes that ŶoƌŵallǇ haǀe a ͚stataďle puƌpose͛ (Bolman and Deal 2013 
p.256). There are several rituals which CWDC established as part of the assessment process for EYPS, 
such as the progress review and the final setting visit (CWDC 2010). According to Bolman and Deal 
(2013), such rituals of initiation induct newcomers into communal membership, grant access and 
affirm membership. These rituals are the price the newcomer must pay for admission (Bolman and 
Deal ϮϬϭϯͿ. The assessŵeŶts aƌe ƌites of passage ǁhiĐh test the paƌtiĐipaŶts͛ aďilities as aŶ EYP. 
Bolman and Deal (2013) argue that such rituals and rites of passage bond a group and add value to 
the enterprise. For Debbie the final assessment was important symbolically as it validated her work. 
She noted, 
I had a sense of pride when the assessor, and she ǁas a ĐhildƌeŶ͛s ĐeŶtƌe teaĐheƌ, highlighted 
that I ǁas doiŶg ŵǇ joď, the deputǇ ŵaŶageƌ͛s joď aŶd the ĐhildƌeŶ͛s ĐeŶtƌe teaĐheƌs joď. 
As Deďďie ǁoƌked iŶ a ĐhildƌeŶ͛s ĐeŶtƌe, the opiŶioŶ of the assessoƌ, a ĐhildƌeŶ͛s ĐeŶtƌe teaĐheƌ, 
mattered to Debbie. She ƌeĐogŶised the ĐoŵpleǆitǇ of Deďďie͛s ƌole aŶd likeŶed it to that of a 
ĐhildƌeŶ͛s ĐeŶtƌe teaĐheƌ. 
Foƌ LauƌeŶ, the fiŶal settiŶg ǀisit also had sǇŵďoliĐ ǀalue. “he desĐƌiďed it as ͚nerve wracking͛ ďut 
was delighted when the assessor evaluated her activity as good, ͚she commented on how good it 
ǁas, aŶd that ǁas good͛. Lauren also said about the final assessment, 
FiŶgeƌs Đƌossed I͛ǀe passed. I͛ŵ hopiŶg to staǇ iŶ ŵǇ settiŶg uŶtil I͛ǀe doŶe the HoŶouƌs 
degƌee, ďut I͛ǀe alǁaǇs ǁaŶted to go iŶto ƌeĐeptioŶ. OďǀiouslǇ goiŶg iŶto a sĐhool Ǉou͛ƌe 
going up against people who have done a four year university course... but I hope it will give 
me an advantage, well if not it will level me out. 
 CeƌtaiŶlǇ ďoth LauƌeŶ͛s aŶd Deďďie͛s stoƌies suggest that theǇ peƌĐeiǀed the assessment visit as 
valuable and, for them, the fact that it was challenging made it worthwhile and an important part of 
becoming an EYP. Bolman and Deal (2013) explain that rituals as rites of passage often involve some 
element of trial and this marks the importance of the event. Whilst Emma saw some value in the 
process of becoming an EYP, for her the positive value of the ritual of the final assessment was 
undermined by her experience of performativity, that is, the need to comply with external 
performance management targets. Emma had already experienced some disillusionment with the 
process of working towards EYPS and putting together her portfolio for the final assessment, as she 
explained: 
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EYPS validated what I already did and I definitely had to reflect but the process though! I 
possibly gave the impression that I was doing fine so I only saw my mentor for about fifteen 
ŵiŶutes aŶd she said, 'Oh Ǉou͛ƌe fiŶe͛ aŶd theŶ ǁas left aloŶe. I doŶ͛t Ŷeed ĐheĐkiŶg up oŶ 
but an e-mail would have been nice and those bloody standards they drove me mad. I had 
them on the wall in the office and thought that goes with that and that with that, but I took 
my folder and it seemed a bit thin, I saw these bulging folders. 
Emma then went on to rather dismiss her final foldeƌ. “he said, ͚Anyway when the assessor came 
that ǁas the eǆteŶt of ŵǇ file aŶd I said ǁheŶ Ǉou͛ǀe fiŶished ǁith it I ĐaŶ put it oŶ the shelf aŶd 
Ŷeǀeƌ look at it agaiŶ͛. 
 
 For Karen, the final assessment appeared to be a trial and she believed it was sabotaged by the 
ŵaŶageŵeŶt teaŵ iŶ heƌ settiŶg. KaƌeŶ, iŶ heƌ aĐĐouŶt of the ŵaŶageŵeŶt teaŵ͛s aĐtioŶs, 
described a series of incidents which she felt were deliberate acts of sabotage before her EYPS 
assessment setting visit, pulling up plants, not setting up the TV, arriving late on the day of the visit 
and eventually advertising her job, even though she was still employed at the setting. On a personal 
level, the negative consequences for Karen of her efforts to gain graduate professional status were 
considerable. By the time of her final assessment, Karen had lost much of her hair and she described 
herself as ͚feeliŶg paƌaŶoid... aŶd you feel like Ǉou͛ǀe had Ǉouƌ legs kŶoĐked out fƌoŵ uŶdeƌ Ǉou͛. It͛s 
not surprising that Karen said, after the final assessment, ͚I feel ďetteƌ Ŷoǁ that it͛s all oǀeƌ͛. 
Symbolically it seems that Karen and the management team did not share the same vision of having 
an EYP in the setting and Karen expressed her disappointment with the management team when she 
said, ͚they could have ǁoƌked ǁith ŵe iŶstead of agaiŶst ŵe, tƌippiŶg ŵe up oŶ the ǁaǇ͛. 
 Bolman and Deal (2013) point out that sometimes rituals lead to clashes between the parties 
involved because the ritual can be an opportunity for one party to remind the other who is in 
charge. Siraj and Hallet (2014) acknowledge that managers who are hierarchical or directive in 
nature may thwart the emergence of a more participative model of leadership. They also argue that 
the ĐuƌƌeŶt ͚Đliŵate of uŶpƌeĐedeŶted aĐĐouŶtaďilitǇ͛ (Siraj and Hallet 2014 p.94) may inhibit 
managers and leaders from empowering colleagues to act in leaderful ways. As Siraj and Hallet 
(2014) point out, according to government mandates and external expectations ultimate 
responsibility lies with the leader and this is not always conducive to a shared model of leadership, 
and the relinquishing of authority. 
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Bolman and Deal (2013) state that rituals have other important properties; they can ͚siŵultaŶeouslǇ 
seƌǀe as a solid footiŶg aŶd spƌiŶgďoaƌd͛ (p.256) and this resonates with the hopes of the 
participants in this study. Emma wanted validation from EYPS for her practice, a solid footing, and 
Karen, Lauren and Debbie viewed EYPS as a springboard to career advancement. For both Debbie 
and Lauren career advancement appeared to mean that they would ultimately leave the PVI sector 
and work towards achieving QTS. Bolman and Deal (2013) point out that rituals can create 
communal bonds and the communal bond of being an EYP appeared to be significant in enabling 
Lauren to achieve EYPS and, for Debbie, in securing a new job. Lauren explained that, as her aunt 
was an EYP, she was able to support Lauren, and Debbie felt that because her new boss was an EYP, 
she uŶdeƌstood its ǁoƌth. Deďďie eǆplaiŶed ͚my new manager is an EYP so she knows its worth and 
she ƌeallǇ ǁaŶted aŶ EYP as a deputǇ͛ 
 
7.6 Summary of the findings 
The four frame analysis of the narratives has provided multiple perspectives on the experiences of 
the participants and, as Bolman and Deal (2013) suggest, each perspective contains a kernel of truth 
ďut oǀeƌsiŵplifies a ͚kŶottieƌ͛ (p27) reality. This summary assembles these multiple perspectives to 
produce a coordinated overview of how organisational structures and practices shaped the 
paƌtiĐipaŶts͛ eǆpeƌieŶĐes of ďeĐoŵing an EYP. It assimilates the multiple perspectives to establish 
key findings from across the structural, human resource, political and symbolic frames. 
The fiƌst fiŶdiŶg, oŶe that eŵeƌged fƌoŵ eǆaŵiŶiŶg ĐoŶfliĐt iŶ the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes fƌoŵ 
multiple perspectives was that the EYP, as a graduate professional, challenged the traditional 
organisational structures in the four PVI settings. Viewed through the structural frame this was 
found to be particularly problematic in the settings where the EYP was more qualified than the 
manager and where the vertical lines of authority appeared to be inflexible; this led to conflict 
between those working towards EYPS and the management team. Where the organisational 
structure is hierarchical and the leadership style directive, managers may thwart the emergence of 
more collaborative approaches to leadership. The political frame also explains that conflict, as in two 
of the four narratives, might occur because managers feel that their authority is threatened, and 
theƌefoƌe theǇ ƌeǀeƌt to self pƌoteĐtioŶ. Hoǁeǀeƌ, ǀieǁiŶg the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes thƌough the 
human resource frame suggests that conflict may arise, not just because managers feel their 
authority is threatened, but because managers lack training and skills to match the needs of the 
organisation with those of the individual. Therefore, by examining conflict in the narratives through 
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the human resource, political and structural frames the first finding emerged and it offers insight 
into how the manager of a PVI setting might react to the introduction of a graduate professional. 
The second finding to emerge from the multiframe analysis was that the four participants, as 
effective leaders, developed their skills of reflection and political skills, including negotiation, 
building alliances and agenda setting. Through the political frame, Bolman and Deal (2013) argue 
that power struggles, as reflected in two of the narratives, can support effective leaders in 
identifying useful political skills.  Viewed through the human resource frame, the development of 
these reflective and political skills was essential to the success of the participants as change agents, 
as the skills underpin the exchange of information, building relationships, promoting participation 
and developing commitment to the change. Three of the participants in this study were unable to 
rely on a formal position of authority to bring about change; therefore viewed through the structural 
frame they had to find other ways to initiate change, and in the process they developed essential 
political skills.  
The thiƌd fiŶdiŶg to eŵeƌge fƌoŵ the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes ǁas that effeĐtiǀe leadeƌship as aŶ EYP 
was built on moral leadership which supported and protected the workforce. Bolman and Deal 
(2013) argue that ǀieǁed thƌough the stƌuĐtuƌal fƌaŵe the ŵoƌal leadeƌ͛s ƌespoŶsiďilitǇ is to ďuild 
iŶflueŶĐe ƌatheƌ thaŶ ĐoŶtƌol, aŶd the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes suggest that theǇ ǁeƌe leadiŶg aŶd 
bringing about change through influence. From the perspective of the human resource frame moral 
leadership is focused on caring. Caring for young children has great significance for the participants 
but, as moral leaders, caring extends to concern for the needs of the workforce, which starts with 
listening and understandiŶg. BolŵaŶ aŶd Deal ;ϮϬϭϯ p.ϰϬϭͿ also desĐƌiďe ĐaƌiŶg as the ͚ethiĐal glue͛ 
which holds an organisation together and this relates to the view of moral leadership from the 
symbolic frame.  The consequences of organisations not paying attention to the cultural glue, as 
identified in the symbolic frame are discussed below as part of the fourth finding. Turning to the 
political frame, moral leadership focuses on power and how it might be used to support or protect 
the workforce, as suggested in two of the partiĐipaŶts͛ Ŷaƌƌatiǀes, oƌ to ďloĐk aŶd ĐoŶstƌaiŶ as 
reported by the other participants. The contrasting accounts from the participants highlight the 
complex interplay between moral leadership and the extent to which it relies on a position of 
authority; this has not been fully resolved in this study. However, moral leadership is an important 
diŵeŶsioŶ of the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes aŶd ǀieǁed thƌough ŵultiple peƌspeĐtiǀes it is possiďle to 
explain moral leadership as built upon influence, caring and the ethical exercise of power. 
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The fouƌth fiŶdiŶg ǁhiĐh eŵeƌged fƌoŵ the ŵultifƌaŵe aŶalǇsis of the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes ǁas 
that effective leaders identify the symbolic forms which bind individuals to the organisation, and 
endeavour to match the motivational needs of the employee to the needs of the organisation. When 
symbolic forms are neglected or can be interpreted as reinforcing differences in status between the 
management team, and the practitioners (page 132), individuals can become alienated from the 
organisation. Both the symbolic frame and the human resource frame are concerned with 
recognising what binds an individual to an organisation. The participants in this study were bound to 
their organisations by their strong commitment and passion for caring for children, and becoming a 
professional. When organisations are unable or unwilling to pay attention to what binds the 
individual to the organisation, as appeared to be the case in three of the participants narratives, 
then the symbolic and human resource frames suggest that the individuals will seek employment 
elseǁheƌe, aŶd this ǁas ĐoŶfiƌŵed iŶ the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes. Not paǇiŶg atteŶtioŶ to the 
symbolic frame and the motivational needs of the individual could have serious negative 
consequences for the organisation and stakeholders, as the loss of experienced and qualified 
practitioners has the potential to be costly for the PVI setting both financially, and in terms of quality 
of provision.  
In summary the findings from this multiframe analysis are: 
 The EYP as a graduate professional challenged the traditional organisational structures in the 
four PVI settings. This was particularly problematic in the settings where the professional 
was more qualified than the manager and where the vertical lines of authority appeared to 
be inflexible.  The four participants, as effective leaders, developed skills of reflection and political skills of 
negotiation, agenda setting and building alliances to bring about change.  The effective leadership of the four participants was built on moral leadership which 
supported and protected the workforce.  The four participants, as effective leaders, identified the symbolic forms which bind 
individuals to the organisation and endeavoured to match the motivational needs of the 
employee to the needs of the organisation. 
The following chapter draws on the findings from this multiframe analysis and explores their 
implications for practice leadership in ECEC in the PVI sector in England. 
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Chapter 8: Implications for leadership practice in early childhood education and care 
8.1 Introduction 
This chapter draws on the findings from the multiframe analysis in Chapter 7 and considers how they 
might inform and extend the field of leadership practice in ECEC. It sets out the barriers to change in 
an organisation and then presents a new integrated model of leadership synthesising the Kubler-
Ross (1989) Change Curve Model with the Bolman and Deal (2013) four frames model. This new 
model has been developed to specifically support the practice leader in ECEC as they endeavour to 
bring about change in the setting. The following section explains the necessity for a new integrated 
model of leadership which represents the unique features of ECEC in the PVI sector. 
8.2 Features of the private voluntary and independent sector. 
The Bolman and Deal (2013) framework has been an effective analytical tool offering multiple 
perspectives to explain how organisational structures and practices, in particular leadership 
pƌaĐtiĐes, affeĐted the paƌtiĐipaŶts͛ eǆpeƌiences of professionalisation. In order to contribute further 
knowledge to the field of leadership in ECEC in the PVI sector, it is necessary to consider the 
implications that these findings have for practice leadership.  Although Bolman and Deal (2013) 
argue that the framework can be useful in reframing leadership, its direct application to practice 
leadership in ECEC in the PVI sector in England has some limitations. This is because Bolman and 
Deal (2013) draw most of their examples from large, often multinational companies and in one case 
from a large high school in America. These examples cannot represent the unique and significant 
features which affect practice leadership in ECEC in the PVI sector in England. The unique features 
highlighted in this chapter were identified from the findings of this study and appeared significant in 
the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes, and some of which confirm findings from the ECEC leadership literature, 
and some which challenge or extend this literature. Firstly, as one of the key findings from the 
multiframe analysis identifies as a unique feature the practice leader may be more highly qualified 
than the manager of the setting and, therefore, may challenge the traditional organisational 
hierarchy of the organisation and undermine existing lines of authority. Secondly, as a unique 
featuƌe, ŵaŶǇ PVI settiŶgs aƌe sŵall, staŶdaloŶe ďusiŶesses aŶd, as suggested iŶ Eŵŵa͛s aŶd 
LauƌeŶ͛s Ŷaƌƌatiǀes, theǇ ĐaŶ ďe adǀeƌselǇ affeĐted ďǇ a sŵall loss of iŶĐoŵe. As Pugh ;ϮϬϭϰͿ poiŶts 
out, small, standalone settings are disproportionately disadvantaged, when compared to the larger 
ĐhaiŶs of pƌiǀate daǇ Ŷuƌseƌies, ďǇ the goǀeƌŶŵeŶt͛s uŶdeƌfuŶdiŶg of ŶuƌseƌǇ eduĐatioŶ.  ThiƌdlǇ, 
Emma also drew attention in her narrative to the significant negative affect that changes to 
government policy can have on small PVI settings, a further unique factor. Changes to government 
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policy can stretch the already scarce resources in a small setting. Finally the workforce in the PVI 
sector is overwhelmingly female and, as was suggested by the findings in this study and the work of 
Hallet and Roberts-Holmes (2010), passion for caring for young children is at the heart of their 
practice and their professional identity, a further unique characteristic of the sector. The findings 
suggest that the institutionalised caring of young children can leave practitioners open to financial 
and emotional exploitation. With this in mind, it is important that, as the findings from the 
multiframe analysis indicate, the practice leader acts as a moral leader who supports and protects 
the workforce rather than contributing further to their exploitation. Therefore, this chapter is an 
opportunity to explain the implications of the findings from this study for practice leadership by 
continuing to draw on the work of Bolman and Deal (2013) but, crucially, to contextualise it to ECEC 
in the PVI sector, drawing on the findings from this study. This is an opportunity to reframe 
leadership practice to represent the unique features of the PVI sector.  
The findings which emerged from the multiframe analysis add to an understanding of leadership in 
ECEC and specifically the role of the leader as a change agent. This is important because, as the 
participants in this study suggest, some existing leaders and managers lack the training and skills to 
lead effectively. Furthermore, as a result of this study, I would also argue that the participants were 
ill prepared for their role as leaders and change agents. This matters because, as Roberts-Holmes 
(2014) suggests, ECEC is iŶĐƌeasiŶglǇ fƌaŵed ďǇ the eŵphasis upoŶ the ͚raising standards policy 
context͛ ;p.ϭͿ aŶd effeĐtiǀe leadeƌship of pƌaĐtiĐe is iŵpeƌatiǀe ǁithiŶ this ĐoŶteǆt. Theƌefoƌe, iŶ this 
chapter it is my intent to draw on the findings, set out below, to develop a model which supports the 
practice leader in ECEC. 
The findings are:  
 The EYP as a graduate professional challenged the traditional organisational structures in the 
four PVI settings. This was particularly problematic in the settings where the professional 
was more qualified than the manager and where the vertical lines of authority appeared to 
be inflexible.  The four participants, as effective leaders, developed skills of reflection and political skills of 
negotiation, agenda setting and building alliances to bring about change.  The effective leadership of the four participants was built on moral leadership which 
supported and protected the workforce. 
149 
 
 The four participants, as effective leaders, identified the symbolic forms which bind 
individuals to the organisation and endeavoured to match the motivational needs of the 
employee to the needs of the organisation. 
The practice leader in ECEC must exert influence to bring about change and from the outset the 
practice leader needs to understand the barriers to bringing about change in an organisation. 
8.3 Barriers to change and practice leadership 
Bolman and Deal (2013) argue that bringing about change in an organisation is at the heart of 
practice leadership, where leadership is understood as relational, contextual and distinct from 
power and position. They also suggest that change agents fail because they do not understand their 
circumstances well enough and are unable to anticipate the consequences of a proposed change. 
Additionally, Siraj and Hallet (2014) state that to lead change it is important to understand the 
process of change, and the role the leaders plays in orchestrating change.  Bolman and Deal (2013) 
claim that multiframe thinking can assist the leader and change agent in understanding the 
organisation, the individuals and groups that work in the organisation.  
I am proposing that the multiframe approach, when interpreted in relation to the findings of this 
study, is a pertinent tool for leaders and change agents in ECEC. In addition, ideas from each frame 
can help the practice leader, like those in this study, identify the barriers to change which occur in 
their setting and highlight some of the essential strategies to use to overcome these barriers. The 
table presented below is adapted from the work of Bolman and Deal (2013) to outline the barriers to 
change and the essential strategies the practice leader can use. It has been adapted in the light of 
the findings from this study to highlight points of particular relevance to ECEC and is contextualised 
ǁith eǆaŵples fƌoŵ the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes. 
Table 2 The Multiframe Model of Barriers to Change with Essential Strategies. 
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Table 2: The Multiframe Model of Barriers to Change with Essential Strategies 
FRAME BARRIERS TO CHANGE STUDY FINDINGS ESSENTIAL STRATEGIES EXAMPLES FROM NARRATIVES 
Human 
resource 
Staff feelings of anxiety, uncertainty 
and  incompetence 
Being needy 
. 
Effective leaders developed 
political skills of negotiation, 
agenda setting and building 
alliances to bring about change. 
 
Training to develop new skills 
Participation and involvement of staff 
Psychological support for staff 
 
Emma trained her staff 
Karen asked her colleagues for ideas and 
feedback 
Lauren was mentored by her manager  
Structural Loss of direction, clarity and stability 
for staff 
Confusion and chaos in the setting 
Graduate professional challenged 
the traditional organisational 
structures in the setting. 
Communication between the leader and all 
colleagues 
Realigning and renegotiating formal patterns 
and policies in the setting 
Debbie confronted the management team 
Emma devolved some of her management tasks 
Political Disempowerment for staff 
Conflict between winners and losers 
Effective leaders developed 
political skills of negotiation, 
agenda setting and building 
alliances to bring about change. 
Effective leadership was built on 
moral leadership which supported 
and protected the workforce. 
Developing arenas where issues can be 
renegotiated and new coalitions formed 
Lauren negotiated and discussed changes with 
staff in placement  
Karen built alliances with parents 
Emma protected her staff from the adverse 
effects of changes to policy through agenda 
setting and negotiation 
Symbolic Loss of meaning and purpose for staff Effective leaders identified the 
symbolic forms which bind 
Creating transition rituals for staff Symbolic forms can be interpreted negatively as 
suggested iŶ KaƌeŶ͛s Ŷaƌƌatiǀe oƌ ŵotiǀatioŶal 
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 Staff clinging to the past individuals to the organisation and 
endeavour to match the 
motivational needs of the 
employee to the needs of the 
organisation 
 Mourning the past 
Celebrating the future with all stakeholders 
needs neglected; as a result individuals may 
leave the setting. 
Positive examples included; 
Emma discussed telling parents about EYPS in a 
newsletter or on a notice board-this could be a 
transition ritual or a way to celebrate success. 
Debbie shared her ideas for practice in her new 
setting and felt respected and valued by her 
employer. 
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BolŵaŶ aŶd Deal͛s ;ϮϬϭϯͿ ŵultifƌaŵe ŵodel, supported by the findings of this study, suggests that 
the practice leader in the setting can minimise such difficulties through anticipation of the issues and 
then implementation of the essential strategies as summarised above. The following section further 
exemplifies the issues faced by practice leaders with examples from the data.   
8.4 The four frames: essential strategies 
8.4.1 Human resource 
WheŶ ǀieǁed thƌough the huŵaŶ ƌesouƌĐe fƌaŵe the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes suggest that 
individuals in an organisation, including managers, as reported by Karen and Debbie, can fear 
practical, social and economic elements of change. Government policy is a powerful and, since 1997, 
a frequent lever for change in the PVI sector. Small settings, managing scarce resources, are more 
vulnerable than large organisations to the possible adverse effects of changes brought about 
thƌough goǀeƌŶŵeŶt poliĐǇ, as suggested iŶ Eŵŵa͛s Ŷaƌƌatiǀe. ‘eleǀaŶt to suĐh ĐoŶteǆts “iƌaj aŶd 
Hallet (2014) acknowledge that the challenge for the practice leader in ECEC is to lead the process of 
change in a participatory way. Even when change is experienced as for the good, people do not like 
to feel voiceless and, if they are asked to do something they do not understand, they can feel 
incompetent and powerless (Bolman and Deal 2013). Therefore, the first key strategy is that the 
pƌaĐtiĐe leadeƌ of aŶ ECEC settiŶg takes tiŵe to heaƌ people͛s ideas aŶd ĐoŶĐeƌŶs aŶd to ŵake suƌe 
that all concerned have the knowledge and expertise to carry out their responsibilities. For example, 
Lauren referred to being mentored by her aunt as important to her in developing her expertise, 
while Emma also identified mentoring as something she used to support and develop the expertise 
of the staff in her setting. Mentoring has the potential to be particularly effective in a small PVI 
setting where it can be implemented quickly as the practice leader is likely to be familiar with the 
staff and their responsibilities, thus reducing the amount of time when individuals feel incompetent 
and powerless. Bolman and Deal (2013) state that it is important that colleagues feel supported and 
comfortable with the changes proposed and that they understand the rationale for new initiatives; if 
this does not happen, they will push to return to the status quo. Similarly, Siraj and Hallet (2014) 
acknowledge that members of an organisation want transparency in change processes where 
leaders explain the reasons for change. Therefore, a second strategy, which can be employed by the 
practice leader in ECEC and demonstrated by Emma, is to take time to explain new initiatives to the 
staff in the setting, as, for example, when Emma provided training on sustained shared thinking.  
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8.4.2 Structural frame 
One of the key findings from the multiframe analysis of the narratives suggests that the introduction 
of the graduate professional into the setting challenged the traditional organisational structures and 
this was particularly problematic where the graduate was more highly qualified than the manager. 
Therefore, this is likely to be challenging for any new practice leader as their introduction into an 
ECEC setting might be perceived as undermining existing structural arrangements in the setting. 
BolŵaŶ aŶd Deal͛s ;ϮϬϭϯͿ stƌuĐtuƌal fƌaŵe iŶdiĐates that the success of a new initiative cannot be 
ensured unless existing roles and responsibilities are structurally aligned with the initiative. In the 
short term, the practice leader may not be in a position to change the structural arrangements in the 
setting, but they may be able to rework them informally. This strategy was employed by Lauren who 
highlighted the need to build relationships with the other staff in her placement setting. She 
eǆplaiŶed, ͚Ǉou ǁaŶt to ďe a leadeƌ ďut doŶ͛t ǁaŶt to Đoŵe aĐƌoss as takiŶg oǀeƌ͛. As Bolman and 
Deal (2013) suggest, to informally realign structures requires effective communication to build 
alliances and coalitions. Similarly, Rodd (2013) agrees that communication is a fundamental aspect 
of effective leadership in ECEC.  In the PVI sector, if the manager continues to feel undermined by 
the practice leader it may be necessary for the practice leader to build alliances and coalitions 
outside the settiŶg as suggested iŶ KaƌeŶ͛s Ŷaƌƌatiǀe. KaƌeŶ tuƌŶed to paƌeŶts foƌ suppoƌt aŶd iŶ 
ECEC in the PVI sector parents are important stakeholders and can be powerful allies for the practice 
leader.  
However, in seeking to build alliances and coalitions, the practice leader should proceed cautiously 
to avoid undermining and alienating individuals, and they need to be open to the possibility of 
horizontal violence (Hard and Jonsdottir 2013).  Hard and Jonsdottir (2013) explain that horizontal 
violence can include humiliation, exclusion and a lack of opportunity, as reported by Karen and to 
some extent Debbie in their narratives. As Siraj and Hallet (2014) point out that there will inevitably 
be some resistance to change so the leader must be confident in handling conflict management and 
be sensitive in handling people involved in the change. Over time, the practice leader may be able to 
negotiate more formal changes to the structural arrangements; this will depend on their ability to 
build relationships with their colleagues in the setting and their ability to influence those with 
authority such as the management team. 
8.4.3 Political frame 
Fƌoŵ the peƌspeĐtiǀe of BolŵaŶ aŶd Deal͛s ;ϮϬϭϯͿ politiĐal fƌaŵe, it is iŵpoƌtaŶt foƌ the pƌaĐtiĐe 
leader to recognise that change invariably generates conflict. Bolman and Deal (2013) explain that 
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conflict arises because some members of the organisation may oppose, some sit on the fence and 
some support the change; this can lead to clashes. This was evident in the stories of the participants. 
For example, Debbie explained that a clash with her management team, which she described as ͚a 
little ďloǁ out,͛ led to a positiǀe outĐoŵe foƌ heƌ. Whilst ͚a little ďloǁ out͛ can be helpful, sometimes 
clashes smoulder under the surface and Bolman and Deal (2013) suggest that coercive power, rather 
than legitimate authority, determines who wins. In this scenario, the would-be change agent often 
loses.  Bolman and Deal (2013) recommend that the best way to manage conflict in organisations is 
through negotiation and Hallet (2014) supports this argument asserting that professional dialogue 
underpinned by the values of ECEC, and a vision to improve and shape practice can reduce conflict. 
Looking at ECEC settings specifically, the practice leader might do this by establishing regular 
meetings or forums to talk, listen and negotiate. Siraj and Hallet (2014) agree, arguing that in this 
way employees feel consulted and have an opportunity to have their questions answered. Emma 
iŵpleŵeŶted this stƌategǇ ǁhilst oŶ the EYP“ pathǁaǇ; she said, ͚ǁe have meetings with an agenda 
Ŷoǁ͛ and, when the setting was threatened with closure, Emma talked openly to the staff and they 
then had a better understanding of the challenges faced by Emma in trying to keep the setting open. 
However, the practice leader must remember that issues are unlikely to be resolved instantly; they 
are often ongoing and, as the organisation is dynamic, issues will change. If clashes do erupt the 
practice leader must be able to confront the conflict and to do this they may need support from 
established coalitions, and from the management team. Sometimes, as Bolman and Deal (2013) 
point out, action may need to be taken by leaders, such as giving a formal warning or even firing an 
employee.  The practice leader may not have the authority or desire to be part of such an action as it 
seems contrary to an ethos of care in ECEC. As a last resort, the practice leader may leave the setting 
in order to find a setting where they can bring about change, as when Karen, Debbie and Lauren 
having achieved EYPS, moved onto new jobs. 
8.4.4 Symbolic frame 
VieǁiŶg the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes thƌough the sǇŵďoliĐ fƌaŵe led to the keǇ fiŶdiŶg that effeĐtiǀe 
leaders identify the symbolic forms which bind an individual to the organisation and endeavour to 
match the motivational needs of the individual to the needs of the organisation. This matters in the 
PVI seĐtoƌ ďeĐause, as the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes suggest, ǁheŶ this fƌaŵe is ŶegleĐted oƌ, as KaƌeŶ 
suggests, interpreted to represent differences in status between those with authority and those 
caring for the children, individuals will look for a job in another setting where their needs are more 
closely aligned to those of the organisation. When an experienced, qualified individual leaves the 
setting it can adversely affect the quality and consistency of care and recruiting a suitable 
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replacement can be costly.  Bolman and Deal (2013) point out that systems, policies, routines, rituals 
and even how a setting is laid out can all take on symbolic value, and changes to these can result in 
people feeling a sense of loss.  Regular meetings, informal and formal, can provide space to talk and 
even griping can be part of the ritual (Bolman and Deal 2013); however, the practice leader also 
needs to encourage letting go of the old ways and this can be done by celebrating success. There are 
practical steps identified in the findings that the practice leader in ECEC can take to celebrate 
success. One strategy, suggested by Karen, was to display qualifications on the wall and Emma 
considered telling parents about staff achievements in a news letter.  
BolŵaŶ aŶd Deal ;ϮϬϭϯͿ desĐƌiďe the effeĐtiǀe leadeƌ as ďeĐoŵiŶg paƌt of the ͚sǇŵďoliĐ glue͛ 
(p.427). They can do this by becoming the ͚huŵaŶ ŵodel͛ ;BolŵaŶ aŶd Deal ϮϬϭϯ p. ϮϱϯͿ ǁho 
influences positively colleagues in the setting as both Emma and Karen identified in their narratives. 
Siraj and Hallet (2014) point out that the attitude a change leader adopts influences how others view 
the change process, therefore it is important for the practice leader to be a positive role model. 
Hallet (2014) argues that the leader should draw on their passion and enthusiasm to keep staff 
motivated and committed to change. Similarly, Bolman and Deal (2013) state that the effective 
leadeƌ iŶspiƌes deep ĐoŶfideŶĐe iŶ ͚what we care about aŶd ǁhat ǁe deeplǇ ďelieǀe iŶ͛ (p.396). As 
suppoƌted ďǇ the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes iŶ this studǇ, ŵaŶǇ ǁoŵeŶ ǁoƌk iŶ ECEC ďeĐause theǇ 
haǀe a deep eŵotioŶal ĐoŵŵitŵeŶt, ͚passioŶ͛ (Hallet p.18), for ECEC and care deeply for and about 
young children. Therefore, the practice leader in ECEC has a unique opportunity to unify the 
workforce in the setting behind this shared value. The findings suggest that the practice leader can 
do this through moral leadership whereby they support and protect the workforce rather than 
exploit their ethic of care. Emma provided examples of protecting the workforce in her account and 
LauƌeŶ desĐƌiďed the suppoƌt she ƌeĐeiǀed fƌoŵ the ŵaŶageƌ iŶ heƌ settiŶg. Eŵŵa͛s positioŶ as the 
owner and manager of the setting allowed her the authority to ensure her employees were not 
exploited; however, not all practice leaders will be in a position of authority like Emma, therefore, 
moral leadership might be exemplified by Karen who overcame considerable challenges to achieve 
EYPS, and in the process inspired one colleague to apply to become an EYT. Hallet (2014) argues that 
passion underpins a leadership style which is nurturing, caring, inclusive and influencing rather than 
authoritarian; however, this study suggests that it can be difficult to disentangle moral leadership, in 
the PVI sector, from authority. 
A multiframe approach offers a chance to get beyond stereotypical and oversimplified views of 
leadership, and this is important in ECEC where, as this study suggests, nuanced and sensitive 
leadership is required to reflect the unique features of ECEC in the PVI sector.  
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 8.5 A new model for practice leaders 
A key finding of this study is that the practice leader needs reflective skills and to develop political 
skills of negotiation, agenda setting and alliance building. These skills support the practice leader in 
developing relationships which are central to the success of the essential strategies necessary in the 
PVI sector, as outlined above. Furthermore, Bolman and Deal (2013) suggest that change agents fail 
if they neglect the relational and emotional aspects of leadership. Developing reflective skills and 
political skills and employing the essential strategies will ensure the relational and emotional aspects 
of leadership remain at the forefront.   
However, as suggested by the findings in this study and supported in the research of Hadfield et al. 
(2012), individuals in a setting are the biggest barrier to implementing improvement strategies. The 
practice leader can only bring about change in their setting if the people are prepared to change and 
can deal with their own emotional response to change.  Siraj and Hallet (2014) argue that to lead 
change the leader must understand the process of change. Therefore, here I propose a model which 
will help the practice leader understand the reactions of the individuals in the setting as changes are 
introduced and the political skills and actions they can employ. Bolman and Deal (2013) draw on 
Kotteƌ͛s ŵodel of ĐhaŶge ǁhiĐh ǀieǁs ĐhaŶge as a dǇŶaŵic process and explains how the process 
ŵoǀes thƌough tiŵe. TheǇ ĐoŵďiŶe Kotteƌ͛s ŵodel ǁith theiƌ fouƌ fƌaŵe ŵodel to illustƌate aĐtioŶs 
the change agent might use at each stage of change. I have drawn on this idea of combining models 
but substituted the Change Curve Model attributed to Kubler-‘oss ;ϭϵϴϵͿ foƌ Kotteƌ͛s ŵodel of 
change. The Change Curve Model (1989) was initially developed to explain the stages of grief in 
terminal patients and, possibly because of my recent bereavement, I have been drawn to use it. 
However, Chapman (2013) also notes that, during times of change in organisations, individuals will 
often react in the same way as people experiencing grief. The Change Curve Model (Kubler-Ross 
1989) encapsulates effectively the stages of change in a model which is readily applicable and 
aĐĐessiďle to the pƌaĐtiĐe leadeƌ iŶ ECEC. Kotteƌ͛s ŵodel, as desĐƌiďed ďǇ BolŵaŶ aŶd Deal ;ϮϬϭϯͿ, is 
more complicated as it features eight stages and has less relevance to the practice leader in ECEC. 
For example, stage fiǀe iŶ Kotteƌ͛s ŵodel is to ƌeŵoǀe oďstaĐles aŶd eŵpoǁeƌ people to ŵoǀe 
foƌǁaƌd aŶd the stƌategǇ assoĐiated ǁith this stage is ͚puďliĐ haŶgiŶg of oppoŶeŶts͛ (p.390). The 
sentiment expressed in this strategy is at odds with practice leadership in ECEC which should be 
moral leadership which supports and protects the workforce. Therefore, the Change Curve Model of 
Kubler-‘oss ;ϭϵϴϵͿ is a siŵpleƌ ďut effeĐtiǀe alteƌŶatiǀe to Kotteƌ͛s ŵodel aŶd ĐaŶ ďe ĐoŶteǆtualised 
to support the practice leader in ECEC.  The following section explains each stage of the Change 
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Curve Model (Kubler-Ross 1989). It draws on examples from the narratives to illustrate each stage 
and then identifies the corresponding actions of the practice leader from the findings of this study. 
 The first stage in the Change Curve Model is denial and this refers to individuals feeling that 
everything was fine as it was, without understanding why it has to change (Kubler-Ross 1989). 
Kubler-Ross (1989) argues that in stage one individuals react with denial which is a buffer, giving the 
iŶdiǀidual tiŵe to ĐolleĐt theŵselǀes, usuallǇ as a teŵpoƌaƌǇ defeŶĐe. KaƌeŶ͛s stoƌǇ suggests that the 
management team in her setting struggled to understand why an EYP was needed in the setting and 
why the organisatioŶ Ŷeeded to ĐhaŶge. EǀeŶ ďǇ the eŶd of KaƌeŶ͛s tƌaiŶiŶg, theǇ had Ŷot aĐĐepted 
the Ŷeed foƌ aŶ EYP iŶ the settiŶg. IŶ Eŵŵa͛s Ŷaƌƌatiǀe she also eǆplaiŶed that heƌ Đolleagues iŶitiallǇ 
found it difficult to understand why she wanted to be an EYP and there was a period of denial; 
hoǁeǀeƌ, Eŵŵa͛s eŵploǇees appeaƌed, ǁith tiŵe, to eŵďƌaĐe the ĐhaŶges she iŶtƌoduĐed. The 
studǇ͛s fiŶdiŶgs aƌisiŶg fƌoŵ the stoƌies of Deďďie, LauƌeŶ aŶd Eŵŵa suggest that the pƌaĐtiĐe leadeƌ 
must use their skills of negotiation at this stage. Lauren described how she had to discuss and 
negotiate with the staff in her placement in order to bring about change, and Emma created time in 
meetings for reflective dialogue. The practice leader should also attend to the organisational 
structure, identify whose authority they might be challenging and seek to build structures, such as 
alliances, to overcome resistance. At the first stage, the practice leader can begin to attend to the 
symbolic frame, possibly creating a vision for the organisation built on a shared passion for ECEC and 
an ethic of care. The moral leader should try to inspire confidence and belief in the change. Both 
Eŵŵa͛s aŶd KaƌeŶ͛s stoƌies highlight that failuƌe to do so ŵight ŵeaŶ that iŶdiǀiduals Ŷeǀeƌ aĐĐept 
the change, for example as Emma suggests happened in her placement with the childminder. 
 Kubler-Ross (1989) identifies the second stage of her model as anger and, in organisational terms, 
this might be recognised when individuals become anxious and angry and their performance in an 
oƌgaŶisatioŶ dips. This ŵight lead to a peƌiod of ĐoŶfliĐt iŶ the settiŶg as deŵoŶstƌated iŶ KaƌeŶ͛s 
aŶd Deďďie͛s Ŷaƌƌatiǀes. Deďďie appeaƌs to haǀe ďeeŶ aďle to ŵoǀe the ŵaŶageŵeŶt teaŵ iŶ heƌ 
setting onto the next stage by confronting them ďut KaƌeŶ͛s aĐĐouŶt suggests that she ǁas 
unsuccessful in moving the management team beyond the first and second stage; however, other 
Đolleagues iŶ heƌ settiŶg did Ŷot shaƌe the ŵaŶageŵeŶt teaŵ͛s oppositioŶ to EYP“. KaƌeŶ had 
solicited input from her colleagues; she asked them to let her know if there was anything about 
pƌaĐtiĐe ǁhiĐh ͚niggled them͛ and she said ͚I͛ŵ Ŷot telliŶg theŵ ǁhat to do ďut I aŵ telliŶg theŵ 
ǁhat I aŵ doiŶg͛. The actions employed by Karen were communication, negotiation and 
encouraging her colleagues to share with her their reflections on practice. Karen gathered feedback 
from colleagues. She was a positive role model, a moral leader for some colleagues, inspiring one to 
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go on and train for EYTS, and importantly she was able to support them through the stages of 
change. Emma, it seems, was able to avoid conflict in her setting and support her colleagues through 
the stages of change by altering the organisational structures in the setting. Emma reflected on her 
role as a manager and as a result devolved some of her management responsibilities in order to lead 
practice. 
The next stage of the Kubler-Ross (1989) model, bargaining, can be understood in organisational 
terms as the stage when individuals accept that change is inevitable; they try to work out what their 
ƌole ǁill ďe aŶd ďegiŶ to ǁoƌk ǁith the ĐhaŶges. Deďďie͛s aĐĐouŶt suggests that heƌ liŶe ŵaŶageƌ did 
move into this phase and changed her behaviour to support Debbie and she ultimately expressed 
heƌ pƌide iŶ Deďďie͛s ǁoƌk. LauƌeŶ͛s Ŷaƌƌatiǀe suggests that the ŵaŶageƌ ǁas at this stage ǁheŶ 
Lauren began the programme as she quickly and readily devolved some of her leadership tasks to 
Lauren. Emma also noted a change in the behaviour of her staff as they began to accept sustained 
shared thinking which Emma had introduced into the setting. Emma provided training for her 
workforce and used her reflective and political skills to continue to involve her colleagues through 
negotiation and agenda setting.  
 Each person reacts individually to change and not all people will go through every phase. Also, some 
may never accept the change. Emma thought that the childminder she worked with on placement 
was unlikely to retain the changes she had made to her practice, specifically the introduction of 
heuristic play. This suggests that the childminder remained at the first phase, denial. The multiframe 
analysis shows that power can be exercised at all levels, and the childminder appeared to be 
exercising her power by not adopting heuristic play. Of course it is not possible to say exactly why 
the childminder might ultimately reject the changes, but, looking to the model, perhaps Emma could 
have involved her more in the changes or considered how to share and celebrate the success of the 
changes she had made. 
The final phase, acceptance (Kubler-Ross 1989), refers to a time when the individuals have fully 
aĐĐepted the ĐhaŶge aŶd it ďeĐoŵes a ƌealitǇ.  IŶ Eŵŵa͛s stoƌǇ she ǁas aďle to deǀolǀe soŵe of heƌ 
duties and align the operational structure to the new culture, and so she appeared to have been 
successful in moving the workforce into the final phase. The practice leader must draw on their full 
range of political skills to achieve this stage and pay close attention to the symbolic frame, 
communicating progress and celebrating success. The practice leader must continue to reflect on 
practice and provision and encourage collaborative reflective processes. Total acceptance of a 
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change might require a realignment of the organisational structure; this was never achieved in 
KaƌeŶ͛s oƌ Deďďie͛s settiŶg. 
The Change Curve Model (Kubler-Ross 1989) is an effective, yet simple, way to help people 
uŶdeƌstaŶd theiƌ oǁŶ aŶd otheƌs͛ ƌeaĐtioŶs to sigŶifiĐaŶt ĐhaŶge oƌ upheaǀal iŶ theiƌ liǀes.  BǇ 
combining the Change Curve Model with the four frame model, the practice leader is provided with 
multiple perspectives on how individuals react to change. Furthermore, by drawing on the findings 
from the multiframe analysis, Chapter 7, the model outlined below is contextualised for the practice 
leader in ECEC. Table 3 shows the combined Change Curve, Four Frame Model of Leadership. 
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Table 3: The Change Curve Four Frame Model of Leadership 
Change Curve 
Model: stages of 
change 
Structural frame Human resource frame Political frame Symbolic frame 
Denial Identify what the 
existing structures 
are. 
Reflect and Identify 
what changes may 
be needed. 
Communicate little and often. 
Engage in reflective dialogue 
 Allow time to adapt.  
Avoid overwhelming individuals. 
Network with colleagues 
and stakeholders.  
Build coalitions 
Tell a compelling story to colleagues and 
stakeholders. Co-create a vision. 
Communicate this vision to colleagues and 
stakeholders 
Anger Create structures to 
support the process.  
Identify who does 
what and when. 
Hold meetings with colleagues and 
stakeholders, encourage 
collaborative reflections and gather 
feedback. 
Build alliances with 
colleagues and 
stakeholders.  
Diffuse opposition, and 
confront conflict 
Be a visible leader.  
Continue to communicate the vision to 
colleagues and stakeholders. 
Continue to reflect on practice and 
provision. 
Bargaining Alter structures that 
do not support 
change.  
Plan for short term 
successes 
Provide training for colleagues.  
Hold meetings and get feedback. 
Engage in collaborative reflection. 
Build involvement with colleagues 
and stakeholders. 
Empower individuals.  
Continue to build 
alliances with colleagues 
and stakeholders. 
Communicate progress and celebrate 
success.  
Create new symbols and rituals which 
colleagues can share. 
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Acceptance Align the operational 
structure to the new 
culture 
Continue to build broad involvement.  
Communicate and get feedback from 
colleagues and stakeholders. 
 Communicate progress, celebrate success. 
Share stories of the journey and continue 
to develop the new culture, continue to 
reflect. 
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The model proposed in the above table is a relational model of practice leadership underpinned by 
the process of reflection at each stage. The practice leader must reflect on their practice and on 
provision and engage in reflective dialogue through empowering all the individuals in the setting to 
reflect on practice. It acknowledges that the practice leader is heavily reliant on the relationships 
they build with colleagues and stakeholders. The actions included in the model have been developed 
from the findings identified in the multiframe analysis in Chapter 7.They suggest that the practice 
leader can exert influence to bring about change by using their skills of reflection and their political 
skills, of alliance building, communication and negotiation. The findings also suggest that the 
practice leader should be a moral leader who exerts a positive influence on colleagues and pays 
attention to the symbolic glue, which binds individuals to the organisation. The proposed Change 
Curve Four Frame Model of Leadership offers the practice leader an approach which recognises that 
change can produce uncertainty and confusion in people and identifies actions the practice leader 
can use to help individuals overcome these feelings, and move towards embracing new ways of 
doing things.  
8.6 Chapter summary 
This chapter draws out the implications of the findings, from the multiframe analysis, by using them 
in combination with the four frame model of Bolman and Deal (2013) to contextualise practice 
leadership for ECEC in order to reflect the unique features of the PVI sector. The practice leader is 
likely to face a number of barriers to implementing change in a setting and this chapter has drawn 
on the four frame model of Bolman and Deal (2013) to exemplify the barriers to change, and the 
essential strategies they might employ to overcome the barriers. The essential strategies were 
dƌaǁŶ fƌoŵ the fiŶdiŶgs aŶd illustƌated ǁith eǆaŵples fƌoŵ the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes to 
contextualise the model, in Table 2, to the role of the practice leader in ECEC. As suggested by the 
paƌtiĐipaŶts͛ Ŷaƌƌatiǀes, iŶ a sŵall PVI settiŶg, the iŶdiǀiduals ǁho ǁoƌk theƌe ĐaŶ ďe the ďiggest 
barrier to change, This understanding led to the development of a new combined model, bringing 
together the Change Curve Model (Kubler-Ross 1989) and the four frame model of Bolman and Deal 
(2013). The proposed new model, The Change Curve Four Frame Model of Leadership, supports the 
practice leader in identifying and anticipating the individuals' reactions to change and outlines 
actions they can employ at each stage of change. The actions identified in the model draw upon the 
findings from the multiframe analysis in Chapter 7 to support the practice leader who exercises 
leadership through influence rather than authority and it acknowledges that, in an ECEC setting, 
bringing about change is heavily reliant on the individuals who work in the setting. Therefore, this 
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model aligns with the notion of a practice leader as a change agent who privileges the emotional and 
relational aspects of their role.  
The next and final chapter is the conclusion and presents a summary of the key findings and their 
implications for practice leadership in ECEC in the PVI sector. It sets out some of the limitations of 
the study and highlights potential areas for future research.  
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Chapter 9: Conclusion 
9.1Introduction 
This chapter explains how the aims and objectives of this study have been addressed. It also 
presents a summary of the key findings and their implications, particularly for leadership in ECEC in 
the PVI sector. Following this the chapter considers some of the strengths and limitations of the 
study and identifies potential areas for further study. 
9.2 Purpose of the study 
The purpose of this study was to explore the experiences and perspectives of practitioners in ECEC 
as they undertake a programme of study to achieve Early Years Professional Status and the research 
set out to answer the following questions: 
1. To what extent do social and cultural experiences shape the way the practitioners in ECEC 
experience professionalisation? 
2. What effect does professionalisation have on practitioners leading practice and on how they 
view themselves and their practice? 
These objectives were addressed through an exploratory study where a narrative approach was 
taken to the collection, interpretation and presentation of the data. The data has been interrogated 
through three layers of analysis. The first layer of analysis, Chapter 5 synthesised the paƌtiĐipaŶts͛ 
stories, co-constructed through semi-structured interviews, into individual written monologues. The 
monologues represent the experiences and perspectives of the participants and they preserve their 
stories. They were written to be accessible and open to interpretation by the reader as they present 
the data before theory is brought to bear. The monologues do not offer an explanation of the 
pƌaĐtitioŶeƌs͛ eǆpeƌieŶĐes oƌ peƌspeĐtiǀes; theƌefoƌe, to fullǇ addƌess the oďjeĐtiǀes of the studǇ, the 
data was subjected to two layers of thematic narrative analysis. The initial layer of thematic 
narrative analysis, Chapter 6, addressed the objectives through an interrogation of the data, in light 
of key debates relating to professionalisation in ECEC, including gender, class, performativity, 
professional recognition and the professional mandate. Although this layer of analysis explains how 
social and cultural factors shaped the practitioners' experiences of becoming a professional and adds 
to our understanding of professionalisation, it did not consider the effect of organisational 
stƌuĐtuƌes aŶd pƌaĐtiĐes oŶ the paƌtiĐipaŶts͛ eǆpeƌieŶĐes aŶd peƌspeĐtiǀes. As this ǁas aŶ 
exploratory study, it was not possible to anticipate fully where the data might lead but, as the study 
pƌogƌessed, the data ŶeĐessitated fuƌtheƌ aŶalǇsis to eǆploƌe aŶd eǆplaiŶ the EYP͛s ƌole as a leadeƌ 
and change agent. The four frame model of Bolman and Deal (2013) was used for this analysis, 
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Chapter 7, as it can illuminate organisational structures and practices and be used to reframe 
leadership, as iŶ Chapteƌ ϴ. The ŵoŶologues pƌeseƌǀe the holistiĐ Ŷatuƌe of the paƌtiĐipaŶts͛ stoƌies 
aŶd theǇ pƌoǀide aŶ oǀeƌǀieǁ of the paƌtiĐipaŶts͛ eǆpeƌieŶĐes aŶd peƌspeĐtiǀes. EaĐh suďseƋueŶt 
layer of thematic narrative analysis contributes to addressing the objectives. The following section 
brings together the key findings from Chapter 6 and Chapter 7 to outliŶe this studǇ͛s ĐoŶtƌiďutioŶ to 
knowledge. 
9.3 The study’s Đontriďution to knowledge 
This study provides rich nuanced insights into the ECEC workforce in England whose experiences and 
perspectives are currently underrepresented in the literature and it adds to our understanding of 
leadership in ECEC in the PVI sector. Furthermore, in considering the implications of the findings, this 
thesis offers a new model, The Change Curve Four Frame Model of Leadership, which the practice 
leader in ECEC can use to develop an approach to bringing about change in their setting. The first 
objective of the study was to explain to what extent social and cultural experiences shape the way 
the practitioners in ECEC experience professionalisation. The study firstly considered if sexual 
identity and class were significant in shaping the participants' experiences and perspectives of 
becoming a professional. The findings indicate that sexual identity and class were instrumental in the 
participants choosing to work in ECEC and in their experience of becoming a professional. This 
ĐoŶfiƌŵs “keggs͛ (1997) much earlier research finding that women often work in ECEC because they 
have restricted access to cultural and economic capital and therefore trade on the capital they have 
access to, which is the ability to care. The findings in this study also suggest that fifteen years later 
the participants, like the women in Skeggs study, also traded on their ability to care. In addition, 
Skeggs (1997) argues that concrete caring practices and maternal duties were instrumental in a 
ǁoŵaŶ͛s ĐhoiĐe to ǁoƌk iŶ ECEC, aŶd this studǇ fuƌther confirms these findings.  However, a new 
finding of this study is that, unlike the women in Skeggs' research, the participants were not satisfied 
with the limited access that caring gave them to cultural and economic capital. They remained 
committed to working with young children but they aspired to wider access to cultural and economic 
capital than working as a practitioner in ECEC allowed. The findings further suggest that having a 
degree, rather than a professional status, was perceived to be the key to wider access to cultural and 
economic capital. This finding reflects the wider availability of degree level study which came about 
as a ƌesult of the Neǁ Laďouƌ GoǀeƌŶŵeŶt͛s poliĐǇ iŶitiatiǀe to ǁideŶ aĐĐess to HE.  
Secondly, the study considered the effect of performativity on the experiences of the participants. 
Ball (2008) suggests that performativity can lead professionals to lose sight of what is important to 
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them in their practice which he describes as ͚oŶtologiĐal iŶseĐuƌitǇ͛ (p.54). The key finding is that the 
participants' compliance with external performance measures to achieve professional status 
ƌesulted, at ǁoƌst, iŶ teŵpoƌaƌǇ ͚oŶtologiĐal iŶseĐuƌitǇ͛ (Ball 2008 p.54). Although, three participants 
did experience some ontological insecurity, it seemed to be transitory and difficult to disentangle 
from the other anxieties and challenges they experienced in their professional and personal lives.  
Thirdly, In addition to considering the effects of performativity, the study also explored the effect of 
pƌofessioŶal ƌeĐogŶitioŶ oŶ the paƌtiĐipaŶts͛ eǆpeƌieŶĐes. WhittǇ ;ϮϬϬϴͿ ǁƌitiŶg aďout pƌofessioŶal 
recognition in teaching argues that it increasingly relies on the professional mandate, which is the 
bargain struck between society, stakeholders and the state. The key finding here is that recognition 
and endorsement of EYPS was variable amongst the significant stakeholders in the sector. Some of 
the significant stakeholders, for example parents, were unfamiliar with the status and some in the 
workforce knew little about the purpose and role of the EYP. Others in the workforce seemed 
reluctant to endorse the EYP. This reluctance to endorse the EYP might be explained by a further key 
finding that the EYP role challenged the traditional organisational structures in the four PVI settings, 
and was particularly problematic in settings where the professional was more qualified than the 
manager, and where the vertical lines of authority appeared to be inflexible. Where this was the 
case the EYP faced resistance and struggled to endorse the authority of the manager. In two 
settiŶgs, destƌuĐtiǀe poǁeƌ stƌuggles had a sigŶifiĐaŶt Ŷegatiǀe iŵpaĐt oŶ the paƌtiĐipaŶts͛ 
experiences of professionalisation.  
The second objective was to understand and explain what effect professionalisation has on the 
practice of practitioners in ECEC and how this affects their view of themselves. Firstly, this study 
adds to understanding of why practitioners in ECEC look to state regulation to improve their status, 
and how the status affects both their practice and their views of themselves. The findings confirm 
Oďeƌheuŵeƌ͛s ;ϮϬϬϱͿ fiŶdiŶg that pƌaĐtitioŶeƌs iŶ GeƌŵaŶǇ ǁelĐoŵed the iŶĐƌeased status that 
state regulation brought them for their work. Similarly, this study found that EYPS provided three of 
the participants with limited, but significant, validation for their work. Working in a sector 
characterised by low status and low economic value appears, over time, to have had an effect on the 
participants. They seemed to have internalised these characteristics and had been left with feelings 
of low self worth, and low self esteem. This study also confirms the findings of Hadfield et al. (2012) 
who report that EYPS improved the levels of confidence of the participants in their research and that 
this impacted positively on their ability to lead practice. Similarly, when considering the effects of 
professionalisation on practice in this study, all four participants believed that working towards EYPS 
had led to improvements in both their own practice and the practice of others in the setting. In 
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addition a significant new finding of this study was that, as effective leaders the four participants 
developed skills of reflection and political skills. Exercising these skills͛, iŶĐludiŶg ŶegotiatioŶ, agenda 
setting and building alliances, was a powerful and influential tool in bringing about change.  Further 
consideration of the effect of professionalisation on the participants practice found that effective 
leadership can be moral leadership which supports and protects the workforce. Although it was also 
suggested in this study that it can be difficult to disentangle moral leadership from authority, the 
participants continued to be role models demonstrating the values of ECEC during challenging times. 
 A further new finding of this study was that the four participants, as effective leaders, identified the 
symbolic forms which bind individuals to an organisation and endeavoured to match the 
motivational needs of the employees to the needs of the organisation. Once three of the 
participants had achieved EYPS they looked for other career opportunities in ECEC, including outside 
the PVI sector. A likely explanation for them moving on comes from this finding as the managers in 
their settings appeared to pay little attention to the cultural glue which binds individuals to 
organisations, for example rituals celebrating success, and they also appeared to have little 
understanding of the factors which motivated the participants. This is significant because if the PVI 
sector is unable to retain experienced and highly qualified practitioners there could be an adverse 
effeĐt oŶ the ƋualitǇ of pƌoǀisioŶ aŶd, theƌefoƌe, oŶ ĐhildƌeŶ͛s deǀelopŵeŶt aŶd leaƌŶiŶg. Thus 
poteŶtiallǇ uŶdeƌŵiŶiŶg this goǀeƌŶŵeŶt͛s poliĐǇ to pƌoǀide good quality ECEC to help children 
succeed at school and in their later years, which the government suggests can contribute to creating 
a society where opportunities are equal regardless of background (DfE 2015b).  
 In light of the findings from this study and from gaining a deeper understanding of leadership in 
ECEC in the PVI sector I have developed a new model of leadership. This model, the Change Curve 
Four Frame Model of Leadership, is a further contribution to knowledge, with implications for theory 
and practice in the emerging field of leadership in ECEC as explained below. 
9.4 Implications for theory and practice. 
During the period of the study and currently ECEC, in England, has been an important focus of policy 
for successive governments.  Additionally, in discussions of effectiveness in ECEC in England, Ofsted 
(2015) emphasises the importance of leadership. Roberts-Holmes (2014) also suggests that 
leadership in ECEC will be paramount within the raising standards policy context. However, within 
the PVI sector it is not clear in policy who might be assuming this leadership role; it could be one of 
the existing EYPs, one of the more recently introduced EYTs or a graduate level EYE. Therefore, in 
this study, to aid clarity, the term practice leader is used, a term used in the work of Hadfield et al. 
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(2012). The practice leader describes a leader who focuses on aspects of practice they can influence 
regardless of their position in the leadership structure (Hadfield et al. 2012). This is important 
because the findings from this study suggest that the practice leader might be employed in a setting 
where they are more highly qualified than the manager, and without a formal position of authority 
or power. Furthermore, as found in this study and confirming the findings of Hadfield et al. (2012), 
the biggest barrier to bringing about change were individuals in the setting. In light of this and to 
draw out the implications of the key findings, as outlined above, I propose a new model the Change 
Curve Four Frame Model of Leadership. This model synthesises the Change Curve Model (Kubler-
‘oss ϭϵϴϵͿ, ǁhiĐh eǆplaiŶs peoples͛ ƌeaĐtioŶs to ĐhaŶge, ǁith the ŵulti-frame model of Bolman and 
Deal (2013), which can be used to reframe leadership practice. The new model is contextualised to 
represent the unique features of ECEC in the PVI sector by drawing on the findings from this study. 
This integrated model is to enable the practice leader to anticipate how individuals in an 
organisation might react to change and then identify appropriate actions which can be employed to 
move the individual towards accepting the change. Bolman and Deal (2013) suggest that training for 
leadership and management is often poor or nonexistent in many organisations. The model 
presented in this thesis, developed from the findings, could be used to improve the training of new 
leaders, EYTs and EYEs, and potentially existing leaders and managers. The implications of this study 
are important for those who are interested in re-thinking and re-shaping leadership in ECEC, and for 
those who are considering becoming practice leaders in ECEC. 
9.5 Contradictory professionalism 
In chapter 1, I drew attention to some of the contradictory discourses in ECEC. For example Osgood 
(2006) argues that working in ECEC can be viewed as oppressive to women, whilst Wright (2011) 
argues that it is plausible, from a historical perspective, that working in ECEC might be an 
emancipative step for women, and the findings lend some support to this suggestion. The findings 
suggest that, as a result of gaining EYPS, three of the participants had gained improved, albeit 
limited, access to cultural and economic capital. However, to be able to take full advantage of their 
improved access to capital, two of the participants planned to leave the PVI sector and work towards 
QT“ iŶ a sĐhool. This suggests that pƌofessioŶalisatioŶ ŵaǇ ĐoŶtiŶue to adǀaŶĐe ǁoŵeŶ͛s 
emancipation, affording them access to jobs outside the PVI sector, with higher status and better 
pay and conditions. This can be viewed as a positive and progressive step for women, whilst 
simultaneously being a regressive step for the PVI sector, as it stands to lose experienced and highly 
qualified practitioners.  
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Across the paƌtiĐipaŶts͛ Ŷaƌƌatiǀes there are seemingly contradictory perspectives on 
professionalism as illustrated by two contrasting viewpoints on the introduction of EYTS. One 
participant viewed EYTS as strengthening professionalism in the PVI sector and felt that EYTS would 
improve the status of EYPS. However, another participant viewed the introduction of EYTS with 
dismay and felt that it completely undermined EYPS, rendering it worthless. The narratives also 
suggest that the significant stakeholders, particularly the management teams in the settings, had 
very different views on professionalism. In one setting the management team appeared to be 
strongly opposed to the introduction of EYPS and offered little support to the participant, whilst in 
another setting the management team welcomed EYPS and fully supported the participant as she 
worked towards EYPS.  Perhaps such contradictory perspectives on professionalism are to be 
expected because, as Osgood (2009) points out, the ECEC work force itself has been constructed by 
policy discourse in contradictory ways and that policy discourse affects the professional identity of 
those working in ECEC. When EYPS was introduced, Osgood (2009) describes a sector which was 
simultaneously tasked with meeting the complex needs of the most disadvantaged children and 
becoming the means by which women could participate in the paid labour market. However, she 
argues that, at the same time, the New Labour Government repeatedly claimed that ECEC 
practitioners presided over poor quality care and that the whole service needed reform.  
Whilst significant stakeholders in the PVI sector are unwilling to fully endorse professionalism, it will 
remain contradictory. This is reinforced by the continuing disparity in status, pay and conditions 
between professionals working in the PVI sector and the maintained sector. Currently there are 
worries that the requirement for level 3 practitioners to have a maths GCSE is leading to a 
ƌeĐƌuitŵeŶt Đƌisis iŶ the PVI seĐtoƌ, thus jeopaƌdisiŶg the goǀeƌŶŵeŶt͛s plaŶs to iŶĐƌease the Ŷuŵďeƌ 
of hours of free childcare (Jackson 2016). If the government reverse this requirement it could be 
argued that in the PVI sector staff are expected to be professionals but they are not expected to 
have the same qualifications as other professionals, and should not expect parity in terms of status, 
pay and conditions. Therefore, professionalism in ECEC in the PVI sector remains contradictory. 
9.6 Strengths and limitations of the study  
The study has a number of strengths and limitations some of which are inter-related. The findings of 
this study, while significant, were limited by aspects of the methodological approach. Firstly, the 
small sample size was a limitation as four participants could not reflect the characteristics of the 
diverse population working in ECEC. For example, the sample did not include any men or an 
employee from an independent setting and it only included one manager. Nevertheless, the sample 
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did include participants employed in a range of settings representative of the PVI sector with varying 
lengths of time spent working in ECEC, from five years to twenty eight years. Brewer (2000) argues 
that studies which are small in scale can lead to debates about generalisability, where 
geŶeƌalisaďilitǇ ĐaŶ ďe uŶdeƌstood as the ͚applicability of the data to other like cases͛ ;p.46). 
However, Riessman (2008) suggests that small scale studies with rich, detailed data can develop a 
field. By interviewing the four participants four times over a fifteen month period it was possible to 
collect rich and detailed data, and therefore, to develop the field of leadership in ECEC in the PVI 
sector. In narrative enquiry the story is co-constructed through interaction with the researcher and 
through narrative shaping by the researcher; therefore, as Denscombe (2002) points out, social 
reality is created and is subjective. However, the study has endeavoured to ensure validity by making 
the methodological approach transparent and the data has been analysed multiple times as a means 
of methodological triangulation. The findings are valid in the context of this study; however, where I 
believe some wider claims might be made, my thinking has been grounded in theory and explained 
fully.  
A narrative approach to this study was chosen because at the pilot phase it emerged that the 
practitioners undertaking EYPS had fascinating stories to tell about their experiences. As Connelly 
and Clandinin (2006) point out, narrative enquiry is the study of experience as story. In addition, a 
narrative approach to collecting and presenting the data was an opportunity to privilege the voice of 
the participants and it was important to me, as a woman, to give these women this, albeit limited, 
platform. As women who work in ECEC, they are often undervalued, marginalised and described as 
powerless; therefore, it was important that this study valued their contribution and did not reinforce 
differences in power and status. It is inevitable that the researcher retains power, particularly in how 
the data is analysed, and the findings disseminated; nevertheless, I made every attempt in my 
appƌoaĐh to the ĐolleĐtioŶ, iŶteƌpƌetatioŶ aŶd pƌeseŶtatioŶ of the data to keep the paƌtiĐipaŶts͛ 
stories intact in order to redress the power imbalance. In short, the narrative approach supported an 
ethical approach to data collection, interpretation and presentation. 
Reflecting back I can see that, as a novice researcher, I did make some mistakes. For example, I had 
not considered that some of the participants might not want to, or be able to, bring in photographs 
to the first interview. I had assumed that the use of photographs would be an icebreaker and a way 
of establishing rapport; this was not the case for one of the participants. This was insensitive and 
could have jeopardised our relationship. I also struggled at times to hold back my personal opinions 
so they did not intrude on the interview. This was particularly difficult when I felt that the 
participants were being treated unfairly at work and following the significant policy change, when 
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EYTS replaced EYPS. It can be difficult to adopt a conversational approach to the interviews, as 
suggested by Oakley (1989), whilst holding in check strongly held opinions and feelings. One of the 
participants talked about her struggle to get time out of the setting to attend University even though 
money for supply cover was available to the setting. I did not express my opinion about the 
unfairness of this during the interview but, in the second interview, I did ask if she was still struggling 
to be released from work. She explained that, as a result of the fiƌst iŶteƌǀieǁ, she had ͚started 
thiŶkiŶg aďout it aŶd deĐided it ǁasŶ͛t ƌight͛ and so she had confronted her manager.  It seems that 
the interview itself had been a catalyst for that participant to take action.  
There are a number of conspicuous inequalities between professionals working in ECEC in the PVI 
sector and professionals in the maintained sector, for example in levels of pay, conditions of work, 
and levels of professional recognition and status. This thesis does not pretend to be a call to action; 
its influence on such inequalities may be minimal. However, it does add to the body of work, 
including the work of Moss (2014) and Osgood (2006, 2010) which draws attention to and raises 
awareness of such inequalities in the hope that one day they will be addressed. Additionally, the 
knowledge and understanding gained from this thesis can, make a practical contribution to my own 
teaching as a University Lecturer, and it has wider implications for all who support the education and 
training of practice leaders in ECEC. 
9.7 Areas of future enquiry 
As EYPS, the focus of this thesis, has been replaced by EYTS as a policy initiative of the Coalition 
Government, further research is now needed to understand the perspectives and experiences of the 
EYT as they undertake their duties in the PVI sector.  EYT is awarded to graduates who are leading 
education and care and who have been judged to have met the standards in practice from birth to 
the end of the EYFS (NCTL 2013). It would be interesting to discover if they face the same challenges 
as the EYP when trying to lead practice or if their new status as teachers, although without QTS, will 
make a difference to their experiences.  
A second area of research could explore the perspectives and experiences of the managers of PVI 
settings. One of the limitations of this study, as reported above, was that it included only one 
paƌtiĐipaŶt ǁho ŵaŶaged a settiŶg aŶd Ǉet the fiŶdiŶgs suggest that the ŵaŶageƌ͛s aĐtioŶs aŶd 
attitudes in the other three settings had a significant and sometimes negative impact on the 
paƌtiĐipaŶts͛ eǆpeƌieŶĐes of ďeĐoŵiŶg a pƌofessioŶal. Also, the fiŶdiŶgs fƌoŵ this studǇ suggest that 
some managers felt undermined by the introduction of a more highly qualified professional leading 
practice in the settiŶg aŶd this is aŶ aƌea foƌ fuƌtheƌ eǆploƌatioŶ. IŶ additioŶ, ǀieǁiŶg the ŵaŶageƌs͛ 
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perspectives and experiences through the multi-frame model of Bolman and Deal (2013) would 
provide a more comprehensive understanding of the complex interaction of the practice leader with 
organisational structures and practices. The findings from this study suggest that the role of the 
manager, in a PVI setting which employs a graduate professional to lead practice, is complex and 
under researched.  
Moss (2014) critiques the government-funded research, which has influenced the development of 
ECEC services since 1997, for being large scale, quantitative and positivistic and, therefore, lacking in 
relevance to practice in many PVI settings. He goes on to suggest that this was at the expense of 
critical case studies which would foster understanding, reflection and improvement to practice in 
small settings. Therefore, I would like to take the Change Curve Four Frame Model proposed in this 
study into settings and work in partnership with practice leaders to evaluate and refine the model, 
potentially to develop a toolkit for practice leaders, and to provide a range of critical case studies to 
develop practice leadership.  
9.8 Chapter summary 
This study has contributed to knowledge of professionalisation in ECEC in the PVI sector in England. 
Professionalisation can empower individual practitioners and improve their access to cultural and 
economic capital. However, it has not, as yet, led to greater parity in pay, conditions of work and 
status between professionals across the wider ECEC workforce. This thesis has also contributed to 
knowledge of leadership in ECEC in the PVI sector. Most significantly, this thesis has married theory 
with practical strategies to propose an integrated model of leadership which will support the 
practice leader to bring about changes to practice. This model supports leadership which relies on 
influence rather than a position of authority, and is relational and contextual. Although 
professionalisation of the sector is incomplete and not fully endorsed by the significant stakeholders, 
the requirement for effective practice leaders is embedded in the policy context for continuous 
improvement and raising standards in ECEC. Therefore, the model proposed can support the high 
profile role of the practice leader within this policy context.  
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Appendix 1 
The Standards for Early Years Professional Status (CWDC 2010) 
Candidates for Early Years Professional Status should demonstrate through their practice 
Knowledge and Understanding 
S1 The principles and content of the Early Years Foundation Stage and how to put them into 
practice. 
S2 The individual and diverse ways in which children develop and learn from birth to the end of the 
foundation stage and thereafter. 
“ϯ Hoǁ ĐhildƌeŶ͛s ǁell-being, development, learning and behaviour can be affected by a range of 
influences and transitions from inside and outside the setting. 
S4 The main provisions of the national and local statutory and non-statutory frameworks within 
ǁhiĐh ĐhildƌeŶ͛s seƌǀiĐes ǁoƌk aŶd theiƌ iŵpliĐatioŶs foƌ eaƌlǇ Ǉeaƌs settiŶgs. 
S5 The current legal requirements, national policies and guidance on health and safety, safeguarding 
and promoting the well-being of children and their implications for early years settings. 
“ϲ The ĐoŶtƌiďutioŶ that otheƌ pƌofessioŶals ǁithiŶ the settiŶg aŶd ďeǇoŶd ĐaŶ ŵake to ĐhildƌeŶ͛s 
physical and emotional well-being, development and learning. 
Effective Practice 
S7 Have high expectations of all children and a commitment to ensuring that they can achieve their 
full potential. 
S8 Establish and sustain a safe, welcoming, purposeful, stimulating and encouraging environment 
where children feel confident and secure and are able to develop and learn. 
S9 Provide balanced and flexible dailǇ aŶd ǁeeklǇ ƌoutiŶes that ŵeet ĐhildƌeŶ͛s Ŷeeds aŶd eŶaďle 
them to develop and learn. 
“ϭϬ Use Đlose, iŶfoƌŵed oďseƌǀatioŶ aŶd otheƌ stƌategies to ŵoŶitoƌ ĐhildƌeŶ͛s aĐtiǀitǇ, 
development and progress systematically and carefully, and use this information to inform, plan and 
improve practice and provision. 
S11 Plan and provide safe and appropriate child-led and adult initiated experiences, activities and 
play opportunities in indoor, outdoor and in out-of-setting contexts, which enable children to 
develop and learn. 
“ϭϮ “eleĐt, pƌepaƌe aŶd use a ƌaŶge of ƌesouƌĐes suitaďle foƌ ĐhildƌeŶ͛s ages, iŶteƌests aŶd aďilities, 
taking account of diversity and promoting equality and inclusion. 
S13 Make effective personalised provision for the children they work with. 
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S14 Respond appropriately to children, informed by how children develop and learn and a clear 
understanding of possible next steps in their development and learning. 
“ϭϱ “uppoƌt the deǀelopŵeŶt of ĐhildƌeŶ͛s laŶguage aŶd ĐoŵŵuŶiĐatioŶ skills. 
S16 Engage in sustained shared thinking with children. 
S17 Promote positive behaviour, self-control and independence through using effective behaviour 
ŵaŶageŵeŶt stƌategies aŶd deǀelopiŶg ĐhildƌeŶ͛s soĐial, eŵotioŶal aŶd ďehaǀiouƌal skills. 
“ϭϴ Pƌoŵote ĐhildƌeŶ͛s rights, equality, inclusion and anti-discriminatory practice in all aspects of 
their practice. 
“ϭϵ Estaďlish a safe eŶǀiƌoŶŵeŶt aŶd eŵploǇ pƌaĐtiĐes that pƌoŵote ĐhildƌeŶ͛s health, safetǇ aŶd 
physical, mental and emotional well-being. 
S20 Recognise when a child is in danger or at risk of harm and know how to act to protect them. 
“Ϯϭ Assess, ƌeĐoƌd aŶd ƌepoƌt oŶ pƌogƌess iŶ ĐhildƌeŶ͛s deǀelopŵeŶt aŶd leaƌŶiŶg aŶd use this as a 
basis for differentiating provision. 
S22 Give constructive and sensitive feedback to help children understand what they have achieved 
and think about what they need to do next and, when appropriate, encourage children to think 
about, evaluate and improve on their own performance. 
S23 Identify and support children whose progress, development or well-being is affected by changes 
or difficulties in their personal circumstances and know when to refer them to colleagues for 
specialist support. 
S24 Be accountable for the delivery of high quality provision. 
Relationships with children 
S25 Establish fair, respectful, trusting, supportive and constructive relationships with children. 
S26 Communicate sensitively and effectively with children from birth to the end of the foundation 
stage. 
S27 Listen to children, pay attention to what they say and value and respect their views. 
S28 Demonstrate the positive values, attitudes and behaviour they expect from children. 
Communicating and working in partnership with families and carers 
S29 Recognise and respect the influential and enduring contribution that families and parents/carers 
ĐaŶ ŵake to ĐhildƌeŶ͛s deǀelopŵeŶt, ǁell-being and learning. 
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S30 Establish fair, respectful, trusting and constructive relationships with families and 
parents/carers, and communicate sensitively and effectively with them. 
S31 Work in partnership with families and parents/carers, at home and in the setting, to nurture 
children, to help them develop and to improve outcomes for them. 
“ϯϮ Pƌoǀide foƌŵal aŶd iŶfoƌŵal oppoƌtuŶities thƌough ǁhiĐh iŶfoƌŵatioŶ aďout ĐhildƌeŶ͛s ǁell-
being, development and learning can be shared between the setting and families and 
parents/carers. 
Teamwork and collaboration 
S33 Establish and sustain a culture of collaborative and cooperative working between colleagues. 
S34 Ensure that colleagues working with them understand their role and are involved appropriately 
in helping children to meet planned objectives. 
S35 Influence and shape the policies and practices of the setting and share in collective responsibility 
for their implementation. 
S36 Contribute to the work of a multi-professional team and, where appropriate, coordinate and 
implement agreed programmes and interventions on a day-to-day basis. 
Professional development 
S37 Develop and use skills in literacy, numeracy and information and communication technology to 
support their work with children and wider professional activities. 
S38 Reflect on and evaluate the impact of practice, modifying approaches where necessary, and take 
responsibility for identifying and meeting their professional development needs. 
S39 Take a creative and constructively critical approach towards innovation, and adapt practice if 
benefits and improvements are identified. 
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Appendix 2 
Standards for the Award of Early Years Professional status (TA 2012) 
Each of the eight EYP standards has a set of supporting statements. They are the minimum 
benchmarks a candidate has to demonstrate and evidence to achieve the status 
Standard 1 
An Early Years Professional must: support the healthy growth and development of children from 
birth to the age of five. 
1.1 Know and understand how children learn and develop and how this can be affected by individual 
circumstances. 
1.2 Support individual children through all areas of learning and development as outlined in the 
EYFS. 
1.3 Encourage and support childreŶ͛s leaƌŶiŶg iŶ ǁaǇs that aƌe appƌopƌiate to theiƌ deǀelopŵeŶt. 
1.4 Support children through a range of transitions. 
1.5 Know when a child is in need of support and when to refer to other relevant services. 
 
Standard 2 
An Early Years professional must: work directly with children and in partnership with their families 
to facilitate learning and support development.  
 
2.1 Understand the important influence of parents/carers, engaging them effectively to support 
theiƌ Đhild͛s ǁellďeiŶg, leaƌŶiŶg aŶd deǀelopŵeŶt. 
2.2 Communicate effectively with children from birth to age five, listening and responding 
sensitively. 
2.3 Promote positive social and emotional behaviour, attitudes and independence. 
2.4 Know and understand the significance of attachment and how effectively to promote it. 
2.5 Develop and sustain respectful relationships with children and their families. 
 
Standard 3 
An Early Years Professional must: safeguard and promote the welfare of children. 
 
3.1 Know the legal requirements and guidance on health and safety, safeguarding and promoting the 
welfare of children and the implications for early years settings. 
ϯ.Ϯ Estaďlish aŶd sustaiŶ a safe eŶǀiƌoŶŵeŶt aŶd eŵploǇ pƌaĐtiĐes that pƌoŵote ĐhildƌeŶ͛s health 
and safety. 
3.3 Know and understand child protection policies and procedures, recognise when a child is in 
danger or at risk of abuse, and know how to act to protect them. 
 
Standard 4 
An Early Years Professional must: set high expectations which inspire, motivate and challenge 
every child. 
193 
 
 
4.1 Establish and sustain a stimulating and inclusive environment where children feel confident and 
are able to learn and develop. 
4.2 Engage in sustained shared thinking with children. 
4.3 Give constructive feedback to help children evaluate their achievements and facilitate further 
learning. 
4.4 Demonstrate the positive values, attitudes and behaviours expected from children. 
 
Standard 5 
 An Early Years Professional must: make use of observation and assessment to meet the individual 
needs of every child. 
 
5.1 Observe, assess, ƌeĐoƌd aŶd ƌepoƌt oŶ pƌogƌess iŶ ĐhildƌeŶ͛s deǀelopŵeŶt aŶd leaƌŶiŶg, usiŶg this 
to plan next steps. 
 5.2 Engage effectively with parents/carers and wider professionals in the on-going assessment and 
appropriate provision for each child. 
5.3 Differentiate provision to meet their individual needs of the child and provide opportunities to 
extend their learning and development. 
 
Standard 6 
An Early Years professional must: plan provision taking account of the individual needs of every 
child. 
 
6.1 Provide balanĐed aŶd fleǆiďle dailǇ aŶd ǁeeklǇ ƌoutiŶes that ŵeet ĐhildƌeŶ͛s Ŷeeds aŶd iŶteƌests 
and enable them to learn and develop. 
6.2 Plan and provide appropriate adult led and child initiated play and experiences that enable 
children to learn and develop. 
6.3 SeleĐt , pƌepaƌe aŶd use a ƌaŶge of ƌesouƌĐes suitaďle foƌ ĐhildƌeŶ͛s ages, iŶteƌests aŶd aďilities, 
which value diversity and promote equality and inclusion. 
 
Standard 7 
An Early Years Professional must: fulfil wider professional responsibilities by promoting positive 
partnership working to support the child. 
 
7.1 Understand the importance of and contribute to multi-agency team working. 
7.2 Take a lead in establishing and sustaining a culture of cooperative working between  colleagues 
and wider professionals. 
7.3 Support colleagues to understand the part they play to enable every child to reach their full 
potential. 
 
Standard 8 
 An Early Years professional must : lead practice and foster a culture of continuous improvement. 
 
8.1 Model and implement effective practice, and support and mentor other practitioners. 
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8.2 Reflect on the effectiveness of provision, propose appropriate changes and influence, shape and 
support the implementation of policies and practices within the setting. 
8.3 Take responsibility for improving practice through appropriate professional development for self 
and colleagues. 
ϴ.ϰ Pƌoŵote eƋualitǇ of oppoƌtuŶitǇ thƌough ĐhaŵpioŶiŶg ĐhildƌeŶ͛s ƌights aŶd aŶti-discriminatory 
practice. 
8.5 Understand the implications of relevant legislation, statutory frameworks including the EYFS, and 
poliĐǇ foƌ eaƌlǇ Ǉeaƌs͛ settiŶgs, aŶd applǇ iŶ pƌaĐtiĐe. 
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Appendix 3 
Questions/ themes for pilot interview 
Why/ how came to work in ECEC  
Qualifications 
Current job role and reasons for wanting to undertake EYPS 
Who is supporting you?-at work, colleagues, management LA , family 
How is EYPS going at the moment, do you for see any particular challenges 
Notes after Pilot 
Collect more biographical information at the start and information on their role  
What will you do when you get EYPS? 
Progress on EYPS- how is the process supporting you? 
Support at work? Who knows about EYPS? 
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Appendix 4  
Transcript of Pilot Interview 
S Hi Lorna, so can you tell me how you started working in early years 
L Where shall I begin-oh I can go back to when I started to work in an independent school in the 
nursery. Really it was because of my son, I started helping out and I just fitted in. 
S So did you have any qualifications? 
L. Yes, my NNEB, now that was a proper qualification, the gold standard. You learnt how to do 
everything, from changing nappies and you understood that a baby needs sleep. It was respected 
NNEB was everything. It was very useful when I had my son, really helped me be a parent. Then I 
found out I was pregnant and stopped work for a while. I was lucky my husband earnt enough in 
those daǇs aŶd it ǁas aĐĐeptaďle foƌ a ŵotheƌ to staǇ at hoŵe. Noǁ it͛s all aďout ǁoŵeŶ ǁoƌkiŶg, I 
kŶoǁ soŵe Ŷeed to ďut is it foƌ the ďest? AŶǇǁaǇ I͛ŵ gettiŶg off the point. 
“. doŶ͛t ǁoƌƌǇ Ǉou ǁeƌe saǇiŶg that Ǉou ǁoƌked iŶ aŶ iŶdepeŶdeŶt sĐhool. 
L. Oh yes, I started when my son started not in the same class, but helping out then very quickly I 
was employed as a nursery nurse in the nursery. There were 3 of us, and eventually I was promoted 
to head of nursery and I ran it for about 10 years. We were pretty much left alone, by the head, you 
know trusted to get on and we were popular, we got children into the school. We built a reputation 
for quality. 
S. So did you have much to do with the rest of the school. 
L. erm, not a lot for 10 years but that changed when they decided to bring a teacher in to run the 
nursery. She knew nothing about early years, and we really had to support her, she relied on us but 
then the head wouldŶ͛t speak to us at all aŶd ǁe didŶ͛t ƌeallǇ eǀeŶ talk to the paƌeŶts. But theǇ still 
came to me, she, the teacher was only bothered about her status in the school. Soon we were going 
to assembly, all the teachers wore gowns, and we used to joke that we should wear our dressing 
gowns. It changed, it moved from play to a formal system, with times for play. I did 15 years. I would 
have stayed but everything has changed now, I did love it, they were good times, I made a 
difference, now the nursery nurse is not valued. 
 S. Were you working there when you started the Fd. 
L. No a friend had told me about a job with C working in the Sure Start centre and I went, got the 
joď, aŶd hoŶestlǇ I didŶ͛t thiŶk I ǁould haǀe a ĐhaŶĐe. I thought theǇ ǁould thiŶk I ǁas too posh. 
TheǇ didŶ͛t theǇ ǁaŶted soŵeoŶe ǁho Đould lead, aŶd theǇ asked ŵe to lead iŶ the pƌe-school 
room. They were very keen for us to do qualifications and I saw the Fd, I lived nearer here and 
thought that was it. You interviewed me, remember? My son was old enough by then I needed 
something for me. My husband worked away, it was time for me. The Fd was great for me, suddenly 
I ǁas ƌefleĐtiŶg oŶ pƌaĐtiĐe aŶd theǇ ǁeƌe so iŶteƌested theŶ at ǁoƌk. Good tiŵes, Ŷot like Ŷoǁ, it͛s 
all changing, no money, not enough staff we will have to reapply for our jobs. 
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S What do you do now? 
L. I aŵ a “eŶioƌ PƌaĐtitioŶeƌ iŶ a “uƌe “taƌt ĐeŶtƌe, I͛ŵ iŶ Đhaƌge of the pƌe-sĐhool ƌooŵ aŶd I͛ŵ 
working on a couple of projects. Developing the role of the Senior Practitioner, do you remember I 
wrote about it in Professional Practice? And now the garden. You know in this type of job you are  a 
jack of all trades, counsellor, parent support worker and special needs coordinator, cleaner. Last 
week I had to help prepare the lunches. I have been approached to do SENCo training, which I really 
ǁaŶt to do. Not suƌe ǁhat͛s happeŶiŶg ǁith that at the ŵoŵeŶt. 
S. So you are pretty busy, do you want to do EYPS, do they want you to do it? 
L.  I do aŶd theǇ did ďut it͛s haƌdeƌ Ŷoǁ ďeĐause eǀeƌǇthiŶg is up in the air, we hope the centre will 
staǇ ďut ǁe haǀe Ŷo ŵaŶageƌ, Ǉou kŶoǁ Ǉou tƌied to Đoŵe iŶ, ǁell that͛s ǁhǇ. I͛ŵ aĐtiŶg ŵaŶageƌ 
Ŷoǁ ďut I͛ŵ paƌt tiŵe so ǁe haǀe aŶotheƌ DeputǇ, ďut it͛s too ŵuĐh. TheǇ asked ŵe if I ǁaŶt to ďe 
ŵaŶageƌ ďut I doŶ͛t ǁaŶt that ƌespoŶsiďilitǇ. The EYP is aďout pƌaĐtiĐe, that͛s ǁhat I ǁaŶt, to ďe 
with the children. 
S. So they are not really supporting you? 
L. They are but we are so short staffed. The LA want me to do it, they support us but in the setting 
daǇ to daǇ it͛s haƌd. I͛ŵ foĐusiŶg oŶ the Ŷeǁ gaƌdeŶ pƌojeĐt, a ĐoŵŵuŶitǇ gaƌdeŶ its ǁoŶdeƌful aŶd 
can be for EYPs but it takes so much time. We have children with really complex needs, and all that 
has to be done, and my son has exams so its full on, I just do not want to ďe full tiŵe. It͛s fƌaught to 
be honest with you. 
S. What about the other staff are they interested in what you are doing.? 
L. Yes, ǁell just aďout eǀeƌǇoŶe is studǇiŶg foƌ soŵethiŶg ďut that͛s oŶe of the pƌoďleŵs. EǀeƌǇoŶe is 
wrapped up in their own studies, they should have a system because just about every day someone 
is aǁaǇ studǇiŶg aŶd ǁe doŶ͛t haǀe Đoǀeƌ ,so I haǀe to Đoǀeƌ. Quite siŵplǇ ǁe Ŷeed ŵoƌe staff, theǇ 
eǆpeĐt eǀeƌǇoŶe to do Ϯ joďs, it͛s Ŷot sustaiŶaďle. 
S. L can you tell me why you are doiŶg EYP“, ǁell that͛s easǇ I ǁaŶt a degƌee aŶd the LA aƌe paǇiŶg 
foƌ EYP“. It͛s a gƌeat oppoƌtuŶitǇ aŶd I kŶoǁ fƌoŵ ŵǇ daǇs iŶ sĐhool that ǁithout a degƌee Ǉou aƌe 
ŶothiŶg, Ǉou haǀe Ŷo status, Ǉou ĐaŶ do a joď foƌ ϭϱ Ǉeaƌs ďut theǇ ǁill ƌeplaĐe Ǉou. It͛s about self 
respect, I can do it, you know for self esteem. For about 20 years I have put everyone first, I love 
them, but I know I can do this. I have been told that I am good at my job, but now a days is that 
enough? EYPs will validate that opinion, proof that I can do it. 
S. How have you found EYPS so far? 
L Well it͛s eaƌlǇ daǇs ďut fƌoŵ ǁhat J has told us I thiŶk it is aďout pƌaĐtiĐe aŶd the ƌole I aŵ doiŶg. 
The problem will be having time to collect all the evidence. We started going through the standards, 
theƌe aƌe lots of theŵ ďut theǇ seeŵ ok, I ŵeaŶ I͛ŵ Ŷot suƌe Ǉet ďut it ǁill ŵake seŶse. I doŶ͛t kŶoǁ 
enough to be worried yet.. but I am enjoying the modules, health and well being was great. 
“. Oh Ǉes the ŵusiĐ ƌesouƌĐe, that ǁas loǀelǇ. I͛ŵ goiŶg to show that to the external 
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L. Oh thaŶk Ǉou, I ƌeallǇ eŶjoǇed that. That͛s ǁhat I ǁaŶt foƌ the ĐhildƌeŶ, foƌ pƌaĐtiĐe to ďe like that 
ǁheŶ ŵusiĐ ĐaŶ ŵake a diffeƌeŶĐe. If ǁe get like the iŶdepeŶdeŶt sĐhool I doŶ͛t kŶoǁ ǁhat I ǁill do. 
Who kŶoǁs Ŷoǁ, that͛s the thing about studying you start to think about what might happen. 
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Appendix 5 
Interview guide 1 
Hello, welcome, check they understand what the study is about, confirm consent 
Can you tell me a bit about yourself, e.g name, where you work, current job role, how long have you 
been a practitioner, what about family? 
Can you tell me how you came to be working in early years? Did you bring any photos with you/ 
Discuss photos and share my photos and how they link to my journey into early years. 
Turning to EYPS- why do you want to do it?  
  What are you expecting from it? 
How will it change your practice? 
  What are your thoughts/feelings so far about the course? 
Have you discussed EYPS with anyone-family, friends etc what do they think? 
How supportive are your setting-manager, colleagues, parents etc? 
Any other thoughts/feelings you want to share so far? 
Next interview after progress review, if possible can you bring in DR01 
Would you like to read my transcript of the interview? 
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Appendix 6 
Interview guide 2 
Check consent-what did they think about transcripts so far? 
Follow up issues raised in previous interview 
 Debbie- was everything in your house sorted out, had a problem with electrics at last 
interview, management support particularly to attend Uni 
 Karen-any luck getting out of pre-school room, what happened about request for additional 
resources for baby room, did you discuss EYPs with committee 
Lauren-have you arranged a baby placement, how will you fit this in with your job, any more 
news on your hours 
Emma-have you sorted out a placement, how will you manage this, can you share some of 
your responsibilities 
So just had progress review, how did it go? Did you bring DR01 was that useful?  
What did you learn about your practice? Have you made any changes; did the progress review 
identify any areas you need to improve? 
Does anyone at work ask you about what you are doing? Has anyone noticed any changes in your 
practice, have you? 
Do you feel supported at work, at Uni ? 
Do you anticipate any challenges? 
What else is going on at work that might affect EYPS? 
Next interview will be just after the assessment-I͛ll seŶd tƌaŶsĐƌipt do get iŶ touĐh if Ǉou haǀe aŶǇ 
feedback/comments etc. 
Anything you want to add? 
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Appendix 7  
Interview guide 3 
Check consent-any comments on last interview? 
So how are you, just had final assessment how was it? How did you feel? What did you do? What did 
the other staff do? What did the assessor say? Any problems/ issues/ challenges? What helped you 
get through it? Who supported you? What was the reaction at work?  Was it worth it? 
Well done on getting this far 
CaŶ ǁe just ĐatĐh up oŶ a feǁ thiŶgs ƌaised iŶ last iŶteƌǀieǁ aŶd see ǁhat͛s happeŶed siŶĐe 
Debbie-management support, looking for a new job, balancing all the aspects of life, wedding, work, 
training etc 
Lauren-hours at work and pay, placement how was that? Did you mange to evidence the changes 
you made? How did they treat you/react to you in placement was your age a barrier?  
Karen-health, any better? Job situation-are you looking for a new job? Did you talk to the committee 
about your situation? 
Emma-Financial situation, is there any help available? What happened at placement? 
What did you think about EYTS? How will it affect you? 
So what next-will you continue with Honours? Stay in the same job? 
Have the setting any plans for you once you get EYPS-promotion/ pay rise etc 
What͛s the ďiggest diffeƌeŶĐe this pƌoĐess has ŵade to Ǉou aŶd Ǉouƌ pƌaĐtiĐe? 
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Appendix 8  
Interview guide 4 
Final catch up-check consent any comments on feedback from previous interview 
“o just ďeeŶ aǁaƌded EYP“ it͛s offiĐial ĐoŶgƌatulatioŶs? 
How do you feel? 
What difference has it made to you? 
What about your practice? 
What has been the reaction at work? 
Has EYTS made a difference? 
Was it worthwhile? What was the best bit, worst bit? 
What are you doing now? Did you get a new job, still looking what about Honours? 
Is there anything else you want to let me know? Just thinking about the process support from Uni, 
preparation days etc 
 
Thank you 
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Appendix 9 
Transcript interview 1 Lauren 
S. Hi Lauren, thank you very much for coming today, can I just check that you have read the 
information letter and signed the consent form. 
L. Yes 
S. Are you happy to go ahead? 
L. yeah it͛s fiŶe. 
S. Can you just introduce yourself and tell me where you work, your job role so I can get a picture of 
what you do? 
 L. I͛ŵ LauƌeŶ, aŶd I ǁoƌk at a pƌiǀate pƌe-sĐhool, it͛s oǁŶed ďǇ ŵǇ auŶt. I͛ŵ a pƌe-school assistant 
working with 3-5 yr olds and I have 14-ϭϲ keǇ ĐhildƌeŶ. ‘eallǇ I do a ďit of eǀeƌǇthiŶg, it͛s sŵall so 
everyone has to do a bit of everything, clean, tidy, play out, whatever needs doing. 
S. How long have you worked there? 
L. Since leaving school, 4 years this will be 5 
S. So how old are you? 
L.21 but I worked there during holidays for two years, helping out. 
S. So how was it you came to work in early years? 
L. ǁell ƌeallǇ I ǁaŶted to go iŶto teaĐhiŶg ďut I didŶ͛t get the A leǀels. I did psǇĐhologǇ, teǆtiles aŶd I 
think biology I wasn͛t aĐadeŵiĐ. But I did ǁoƌk eǆpeƌieŶĐe iŶ ƌeĐeptioŶ aŶd I loǀed it, I ĐoŶŶeĐted 
quite well with the children. 
S. So was it work experience that helped you decide? 
L. Yeah pƌopeƌlǇ deĐide I ŵeaŶ at pƌiŵaƌǇ sĐhool I didŶ͛t kŶoǁ ǁhat I ǁaŶted to do, Ǉou kŶoǁ I 
wanted to be a vet one day... hairdresser the next but mum had a childminder business and I had 
younger siblings so I was always surrounded by children.  
“. Did Ǉouƌ ŵuŵ͛s ďusiŶess iŶflueŶĐe Ǉou oƌ Ǉouƌ faŵilǇ? 
L. A bit but my sister is a solicitor and the ǇouŶgeƌ oŶe ǁaŶts to ďe a Đhef, so Ǉou kŶoǁ it͛s just ŵe. I 
ǁas iŶteƌested iŶ ĐhildƌeŶ; I͛ǀe just alǁaǇs loǀed ĐhildƌeŶ 
S. what about at school did you get careers advice? 
L. Some, I mean they ask what you want to do, I said a teacher so I did work experience, then that 
helped me know  I just wanted to be a teacher. In year 9 I chose options, they were nothing to do 
with what I do now, but at school it was all about Uni. They encouraged me to stay on for A levels 
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but I was no good at exams. I might have been better at college doing a level 3, NVQ3 would have 
ďeeŶ ďetteƌ foƌ ŵe, ďut it ǁas Ŷeǀeƌ aŶ optioŶ ǁe ǁeƌeŶ͛t adǀised. You get A leǀels Ǉou go to 
University. 
S. Did you bring in any photos? Can you tell me about them and how they link to your work in early 
years? 
L. Well that͛s ŵe ϭst day at primary, I did not like school my mum said they had to peel me off the 
ĐhildŵiŶdeƌ. I͛d like to giǀe ĐhildƌeŶ a ŶiĐeƌ eǆpeƌieŶĐe thaŶ I had, the teaĐheƌ͛s Ŷeǀeƌ liked ŵe said I 
was a day dreamer. I was bullied. Secondary school was worse, scary and big. Those are my friends I 
went to pre-sĐhool ǁith theŵ aŶd I͛ŵ still ǁith theŵ Ŷoǁ, theǇ all ǁeŶt to UŶiǀeƌsitǇ aŶd I felt I ǁas 
getting left behind (subjective typology) 
S. do you still feel like that? 
L. er, No, I mean I ǁaŶted to leaǀe hoŵe, that͛s the oŶlǇ thiŶg that͛s ŵissiŶg, Ǉou kŶoǁ goiŶg out 
dƌiŶkiŶg, ďut this has ǁoƌked out ďetteƌ foƌ ŵe. I ǁas doǁŶheaƌted ǁheŶ I didŶ͛t get the gƌades to 
go, but the Foundation degree has turned that round a bit. (next photo)That͛s ŵe aŶd ChƌistiŶa at 
pre-sĐhool, I loǀed that, that fƌieŶdship gƌoup, Ǉou kŶoǁ I͛ŵ iŶteƌested iŶ that foƌ the kids, ǁho theǇ 
eǆĐlude, ǁho theǇ plaǇ ǁith, all that. It͛s so iŵpoƌtaŶt to stop that ďullǇiŶg aŶd eǀeƌǇthiŶg, I loǀed 
pre-school and that is what it should ďe like foƌ the kids. It ŵade ŵe happǇ aŶd that͛s ǁhat it should 
ďe like foƌ theŵ. ;Ŷeǆt photoͿAŶd that͛s ŵǇ auŶtǇ, she͛s ďeeŶ ƌeallǇ iŵpoƌtaŶt to ŵe, she gaǀe ŵe a 
ĐhaŶĐe, took a ĐhaŶĐe oŶ ŵe gaǀe ŵe a joď afteƌ ŵǇ A leǀels ǁheŶ I didŶ͛t kŶoǁ.. What will I do? 
;Ŷeǆt photoͿAŶd Daǀid ŵǇ ďoǇfƌieŶd, he͛s Ƌuite aĐadeŵiĐ he ǁeŶt to UŶi, so ǁheŶ I pƌoĐƌastiŶate he 
saǇs ͚Ŷo get oŶ ǁith it͛ (subjective typology) 
S. So why EYPS? What are you hoping for? 
L. Well I work in a family run pre-sĐhool aŶd I͛ǀe Ŷeǀeƌ ǁoƌked aŶǇǁheƌe else. It͛s the Ŷeǆt step up, a 
degƌee is ƌeĐogŶised. I͛ǀe doŶe ŵǇ FD, got leǀelϯ, leǀelϰ ďut I ǁaŶt to ŵoǀe oŶ up. I͛ŵ luĐkǇ to haǀe 
this joď ďut I doŶ͛t ǁaŶt to ďe theƌe foƌeǀeƌ, it͛s oŶlǇ sŵall, theƌe͛s a liŵit..You kŶoǁ to ǁhat Ǉou 
can do how far you can go. 
S. so would it be fair to say you are ambitious?  (Authoritative typology) 
L. Erm yeah, I want career enhancement, eventually I want to be a reception teacher, I mean still to 
work with the young ones. Working with 3-5 year olds Ǉou see the diffeƌeŶĐe Ǉou ŵake. I ĐouldŶ͛t 
see ŵǇself iŶ aŶ offiĐe; I ǁoƌked iŶ a ƌestauƌaŶt at the ǁeekeŶds ďut it͛s Ŷot foƌ ŵe. (interactive 
typology) 
S. So are they supporting you in the setting? 
L. Oh Ǉeah I͛ŵ ƌeallǇ luĐkǇ theƌe. The staff at ǁoƌk kŶoǁ aŶd the ŵaŶageƌ is aŶ EYP so she͛s ǀeƌǇ 
pƌoaĐtiǀe. TheǇ aƌe ƌeallǇ pushiŶg ŵe, theǇ͛ƌe ďehiŶd ŵe, aŶd the EYP has alƌeadǇ highlighted aďout 
ϳ thiŶgs oŶ heƌ joď desĐƌiptioŶ foƌ ŵe to do. I͛ŵ leadiŶg all the plaŶŶiŶg ŵeetiŶgs Ŷoǁ. AŶd if I Ŷeed 
help I know where to go. It makes it a lot easier. 
S. if you are working with 3-5 year olds will you need a placement? 
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L. Yeah that is oŶe of the thiŶgs I Ŷeed to soƌt out, J said she ĐaŶ help; I͛ll just Ŷeed to ǁoƌk out ǁheŶ 
I ĐaŶ go. It͛s a ďit tƌiĐkǇ at ǁoƌk ďeĐause ǁe haǀeŶ͛t got as ŵaŶǇ ĐhildƌeŶ so ǁe just had a ŵeetiŶg 
and we might need to reduce our hours. I need to see what happens with that but I can always go in 
the holidays and Karen said it might be alright for me to go to her setting, they have a baby room. 
S. So are you quite friendly with Karen? 
L. Yeah ǁell Ǉou kŶoǁ ǁe ǁeƌe oŶ the Fd, I ŵeaŶ ǁe didŶ͛t sit togetheƌ theŶ ďut Ŷoǁ, it͛s oŶlǇ a 
small group so we all talk. 
S. Oh that must be helpful? 
L. Yeah Ǉou ĐaŶ ĐheĐk that Ǉou͛ǀe uŶdeƌstood it, Ǉou kŶoǁ , on the right track? 
S. so how are you finding the course and EYPS? 
L. ǁell ǁe͛ǀe oŶlǇ had tǁo EYP daǇs so just doŶe the staŶdaƌds aŶd that, aŶd ǁe ǁeƌe all ǁoŶdeƌiŶg 
ǁhat it͛s all aďout, it just seeŵs like a lot of stuff all at oŶĐe. But ǁe kŶoǁ ǁe͛ǀe got to do our Uni 
ǁoƌk fiƌst ƌeallǇ, that͛s the pƌioƌitǇ. J said get Ǉouƌ assigŶŵeŶt iŶ theŶ she ǁill go thƌough the Ŷeǆt 
bit. 
S. So are you managing the work at the moment? 
L. Yeah foƌ Ŷoǁ, ďut it͛s still eaƌlǇ, it should just ďe aďout ouƌ pƌaĐtiĐe aŶǇǁaǇ. I can always ask the 
ŵaŶageƌ, she͛s doŶe it so she kŶoǁs ǁhat I haǀe to do. 
S. how do you think EYPS will change your practice? 
L. Just ŵoƌe pƌofessioŶal, people doŶ͛t see Ǉou as pƌofessioŶal; Ǉou just look afteƌ ĐhildƌeŶ. It ǁill 
improve me its professional development. 
S. well thank you very much is there anything else you want to add at the moment? Was that ok? 
L. No it͛s fiŶe 
“. The Ŷeǆt iŶteƌǀieǁ ǁill pƌoďaďlǇ ďe afteƌ the pƌogƌess ƌeǀieǁ, I͛ll eŵail Ǉou, aŶd is it ok to seŶd 
you the transcript, you know for feedback, comments to see what you think? 
L. Yeah that͛s fiŶe. 
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Appendix 10 
Transcript interview 2 Lauren 
S. Hi Lauren, how are you? 
L. Yeah good thanks 
S. Just need to check that you are happy to continue with the research? 
L. Yes I am. 
S. Lauren-last tiŵe ǁe ŵet Ǉou had to soƌt out a ďaďǇ plaĐeŵeŶt hoǁ͛s that goiŶg? 
Yeah it͛s fiŶe I͛ŵ at KaƌeŶ͛s settiŶg, theǇ haǀe a ďaďǇ ƌooŵ, I go oŶ TuesdaǇ afteƌŶooŶs. 
S. So how is it different from your own job? What are you learning? 
L. Oh really different, Ŷot just ǁith the ďaďies, that͛s a ǁhole Ŷeǁ thiŶg. It͛s ŵoƌe at ǁoƌk theǇ kŶoǁ 
ŵe ďut iŶ the otheƌ settiŶg theǇ doŶ͛t kŶoǁ ŵe, it just Đoŵes aĐƌoss as ŵe ďeiŶg like that , I guess 
pƌofessioŶal, it͛s easieƌ to ďe like that, seeŶ as ŵoƌe of a pƌofessioŶal. Wheƌeas iŶ ŵǇ settiŶg, I͛ǀe 
ďeeŶ theƌe siŶĐe siǆth foƌŵ aŶd theǇ͛ǀe kŶoǁŶ ŵe as a studeŶt, fƌoŵ goiŶg thƌough the Fd up to 
Ŷoǁ. If I staƌt tƌǇiŶg to delegate ǁheƌe theǇ kŶoǁ Ǉou theǇ look at Ǉou as if Ǉou doŶ͛t ŶoƌŵallǇ do 
that. In placement you are really going in as student and you have to ask permission to do stuff. In 
your own setting they know what you are doing and they understand the process. In placement you 
haǀe to saǇ is it alƌight if I do this? You haǀe to ďe a leadeƌ ďut doŶ͛t ǁaŶt to Đoŵe aĐƌoss as taking 
over. You have to lead staff, it builds your confidence, and you have to negotiate and talk to higher 
management, ask them and explain things. You have to explain to staff in the room so I think it helps 
them understand why you are doing it. It͛s all aďout leadeƌship if Ǉou aƌe goiŶg to ďe aŶ eaƌlǇ Ǉeaƌs 
professional, you have to lead and this is one of the big parts of doing it. 
S How have you found the other staff in the placement? 
L. Alright, the staff in the baby room are fine, I negotiate with them, you know talk to them. I know 
KaƌeŶ has stƌuggled ǁith the ŵaŶageƌs, I doŶ͛t see theŵ, ďut I thiŶk that soŵe people aƌe Ŷot iŶ the 
ƌight joď positioŶ, theǇ haǀe the title ͚ŵaŶageƌ͛ ďeĐause theǇ haǀe ďeeŶ theƌe loŶgest, ďut theǇ aƌe 
not doing what͛s oŶ the ďadge, theƌe͛s Ŷo passioŶ. ThiŶgs aƌe stƌiĐteƌ Ŷoǁ Ǉou haǀe to haǀe EŶglish 
and Maths, to be in with the children, that means they get the direct benefit, but managers need 
skills and training. Managers do not have to be hands on but they need training.  
S. You have just had your progress review, how did it go? Did you bring DR01 was that useful? 
L. it͛s defiŶitelǇ ďoosted ŵǇ ĐoŶfideŶĐe, she said I had iŶĐluded eǀeƌǇthiŶg aŶd just had to foĐus oŶ 
birth to 18 months and I had already identified that theǇ Đould do ŵoƌe outdooƌs. I͛ŵ goiŶg to do 
some training for the staff in the room. The forms were long though, repetitive, sorry I did mine 
oŶliŶe aŶd didŶ͛t pƌiŶt it out. 
S. What did you learn about your practice? Have you made any changes? 
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L. the ďig thiŶg iŶ ŵǇ settiŶg is I͛ǀe Ŷeǀeƌ liked ĐoŶfliĐt ďut Ŷoǁ I͛ŵ aďle to talk to theŵ, the staff, 
ƌatheƌ thaŶ ŵake it a ďig deal, it͛s a ĐoŶfideŶĐe thiŶg. WheŶ the otheƌ EYP ǁas doiŶg it soŵe of the 
staff said ǁe didŶ͛t kŶoǁ that Ǉou ǁeƌe so self ĐeŶtƌed –saǇiŶg ͚I͛ did this aďout eǀeƌǇthiŶg, ďut Ŷoǁ 
theǇ kŶoǁ it͛s Ŷot so self- absorbed, you have to say I to show that you have to lead staff. 
S. Does anyone at work ask you about what you are doing? Has anyone noticed any changes in your 
practice? 
L. The otheƌ daǇ H poiŶted out hoǁ ďefoƌe the paƌeŶts ǁouldŶ͛t Đoŵe to ŵe ďut Ŷoǁ I do oŶe to 
one with a child and his mum always comes over and asks for advice. A lot of the parents have been 
askiŶg ŵe hoǁ I͛ǀe ďeeŶ doiŶg at UŶiǀeƌsitǇ. It͛s a sŵall settiŶg aŶd ŵǇ aunt is already an EYP so 
they know what you are doing and they understand the process. 
S. what about you, what have you noticed in your practice? 
L. well working with three to five year olds you get to see the impact you have on them, you can see 
how much they change and through this I grow as a person. You know you are doing something 
ƌight. You ƌefleĐt, I͛ǀe said this ďut it͛s all aďout ĐoŶfideŶĐe.  
S. Do you feel supported at work, at Uni ? 
L. yes definitely J is lovely, and you know that the manager and ƌooŵ leadeƌ haǀe doŶe it. It͛s 
defiŶitelǇ ďeeŶ helpful haǀiŶg theŵ theƌe as opposed to soŵeoŶe like K ǁho͛s Ŷot had aŶǇoŶe theƌe 
ǁho kŶoǁs the pƌoĐess; it͛s ďeeŶ ŵoƌe of a ĐhalleŶge to get aŶǇoŶe to uŶdeƌstaŶd ǁhǇ she͛s doiŶg 
things. They have mentored me. 
S. Do you anticipate any challenges? 
L. ǁell Ǉou alǁaǇs ǁoƌƌǇ, espeĐiallǇ aďout tiŵe aŶd ǁhat to put iŶ the poƌtfolio. It͛s all aďout 
eǀeƌǇdaǇ pƌaĐtiĐe though, J keeps saǇiŶg that it͛s just doĐuŵeŶtiŶg it. 
S. What else is going on at work that might affect EYPS, are there still issues with hours? 
L. Yes, I͛ǀe Đut ďaĐk ďut that͛s ǁoƌked out ďeĐause I go to plaĐeŵeŶt aŶd if ǁe haǀe to ƌeapplǇ foƌ 
our jobs or other jobs because you are working towards something, you put all your effort and hard 
work into it so you kind of deserve..., you have value, what you do is valued. It should help. 
S. Thanks, for that the next interview will be just after the assessment- Anything you want to add? 
L. No, just that so faƌ it͛s goiŶg ǁell, it͛s haƌd ďut ǁoƌthǁhile. 
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Appendix 11 
Transcript interview 3 Lauren 
S. Hi Lauren , how are you happy to continue? 
L. Yeah, I͛ŵ fiŶe tiƌed , ƌelieǀed Ǉou kŶoǁ. 
S. So just had the final assessment how was it?  
L The setting visit, I think it went well; I was rather nervous but not as daunting as I thought. She 
came and observed my activity and she commented on how good it was, which was good, they really 
enjoyed it so I was quite glad. 
S. What had you planned? 
L. Oh we were following up on a story outside, the children built dens, they were great and it went 
well, everything just went to plan. 
S. so what did the assessor ask you about? 
L. When I went down for the interview she only had three questions, I mean I͛d tƌied to Đoǀeƌ 
everything three times in the evidence folder and then cover them again on the tour. But obviously 
ďeĐause I͛d Ŷot ďeeŶ iŶ a ďaďǇ ƌooŵ uŶtil this Ǉeaƌ, she had a feǁ ƋuestioŶs aďout the ďaďies. It͛s a 
bit nerve-wracking being put on the spot but I could answer them all.   
S. so how are you feeling now?  
L . You knoǁ I͛ŵ ƌelieǀed it͛s all oǀeƌ aŶd fiŶgeƌs Đƌossed I͛ǀe passed, Ǉou aƌe iŶ liŵďo Ŷoǁ ďut I 
uŶdeƌstaŶd the pƌoĐess aŶd I͛ǀe doŶe eǀeƌǇthiŶg I ĐaŶ so that͛s okaǇ. I felt positiǀe, good ƌeallǇ. 
S. Where there any challenges?   
L. Not as much as for some, it made a difference because the manager and room leader have done it 
theŵselǀes aŶd theǇ͛ǀe ďeeŶ theƌe to suppoƌt ŵe, to kŶoǁ that theǇ͛ǀe doŶe it aŶd Ǉou ĐaŶ see 
theiƌ leadeƌship skills, theǇ͛ǀe ŵeŶtoƌed ŵe. That͛s ŵade a diffeƌeŶĐe ďut it ǁas haƌd, Ŷot iŶ teƌms 
of, Ǉou kŶoǁ, Ǉou aƌe doiŶg it eǀeƌǇ daǇ ďut it͛s a lot of papeƌǁoƌk so it͛s testiŶg Ǉouƌ oƌgaŶisatioŶal 
skills. It͛s ďeeŶ tiŵe ĐoŶsuŵiŶg, defiŶitelǇ, ǁith ǁoƌkiŶg at the saŵe tiŵe aŶd if I ǁas to do it agaiŶ I 
ǁouldŶ͛t haǀe left the doĐuŵeŶtaƌǇ eǀideŶĐe folder to the last minute. 
S. You just mentioned the support from your manager, who else has supported you? 
L. Oh ŵǇ ŵuŵ, ŵǇ ŵuŵ͛s ďeeŶ theƌe as I͛ǀe ďeeŶ sat at the Đoŵputeƌ ďƌiŶgiŶg tea, eŶdless 
amounts of tea and my fiancé, he tells me to just get on with it. 
S. so was it worth it, so far? 
L. DefiŶitelǇ it͛s defiŶitelǇ ǁoƌthǁhile, ǁell fiŶgeƌs Đƌossed, I͛ǀe got to pass Ǉet. 
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S. Well done on getting this far, Can we just catch up on a few things raised in last interview and see 
ǁhat͛s happeŶed siŶĐe, I͛ŵ thinking particularly about your hours and your job. 
L. ǁheŶ ǁe go ďaĐk iŶ “epteŵďeƌ ǁe͛ll ďe doǁŶ fiǀe houƌs. Ouƌ ĐoŶtƌaĐts ǁeƌe ĐhaŶged last Ǉeaƌ to 
ďe fleǆiďle ďut theǇ ŵaǇ haǀe to let a ŵeŵďeƌ of staff go, aŶd at the ŵoŵeŶt it͛s ďetǁeeŶ ŵe aŶd 
her. So if I͛ǀe got ŵǇ EYP, hopefullǇ, theŶ it giǀes ŵe a ďit ŵoƌe seĐuƌitǇ. It͛s Ŷot good ďut I͛ŵ hopiŶg 
that oŶĐe I get ŵǇ status it͛ll giǀe ŵe aŶ adǀaŶtage. Theƌe͛s Ŷo hope of a gƌaduate salaƌǇ, it͛s ǀeƌǇ 
haƌd so ǁe͛ll see. 
S. so what are you plans now? 
L.I͛ŵ hopiŶg to staǇ at ŵǇ settiŶg uŶtil I͛ǀe doŶe the HoŶouƌs degƌee, ǁe͛ll see, it͛s tƌiĐkǇ it depeŶds 
on the number of children, money you know. Then I͛ǀe alǁaǇs ǁaŶted to go iŶto ‘eĐeptioŶ, theƌe͛s 
more security in a school than a private or charity run busiŶess. “o oŶĐe I͛ǀe got ŵǇ EYP status aŶd 
HoŶouƌs, I͛ll applǇ to sĐhools. OďǀiouslǇ goiŶg iŶto a sĐhool Ǉou͛ƌe goiŶg up agaiŶst people ǁho haǀe 
doŶe a fouƌ Ǉeaƌ UŶiǀeƌsitǇ Đouƌse, ďut I͛ǀe alǁaǇs thought that if I͛ŵ goiŶg up agaiŶst theŵ, I͛ǀe got 
five years eǆpeƌieŶĐe, ǁheƌeas theǇ͛ǀe got plaĐeŵeŶt. I kŶoǁ that͛s eǆpeƌieŶĐe ďut it͛s Ŷot the saŵe 
ǁheƌeas Ǉou͛ǀe ďeeŶ theƌe ǁoƌkiŶg ǁith paƌeŶts, Ǉou͛ǀe ďeeŶ doiŶg leaƌŶiŶg jouƌŶeǇs foƌ fiǀe Ǉeaƌs 
and you know EYFS. I hope EYPS will give me an advantage, well if not it will level me out. You 
pƌoďaďlǇ ǁill haǀe to aƌgue Ǉouƌ poiŶt ďeĐause a lot of people ǁoŶ͛t ƌeĐogŶise it, ďut the status adds 
to it aŶd the ŵoƌe people ǁho do it the ŵoƌe ƌeĐogŶised it ǁill ďeĐoŵe. I͛ll haǀe a degƌee aŶd 
experience and the status so that should make a difference. 
S. just talking about making a difference how do you think EYTS will affect you? 
L. I thiŶk it͛s good, it ǁill attƌaĐt ŵoƌe people iŶto the ǁoƌkfoƌĐe, people ǁill ďe ŵoƌe aǁaƌe of it, it 
will be a career option, like teaching. It will be stricter you will have to have EYPS or EYTS and it͛s aŶ 
iŶĐeŶtiǀe to ǁoƌk foƌ it, it͛s the ƌight to ďe heƌe, aŶd it ǁill ďƌiŶg a lot ŵoƌe people iŶto eaƌlǇ Ǉeaƌs 
rather than just primary and secondary. 
S. What effect do you think it will have on the children? 
L. It͛s defiŶitelǇ a good thiŶg, positiǀe, ďeĐause the EYT ǁill kŶoǁ aďout plaǇ aŶd ĐaŶ iŵpleŵeŶt it 
better than some of the others and because of their leadership they will be able to get it across to 
staff, so that it ǁoŶ͛t ďe too foƌŵal.  
S. Lauren, what would you want to say about the process so far, any thoughts and feelings 
L. I thiŶk it is defiŶitelǇ ǁoƌthǁhile, haƌd ďut that͛s iŵpoƌtaŶt. I thiŶk it giǀes Ǉou self ǁoƌth, people 
will look at you and see that you have a degree and the status and are here, not just a babysitter but 
to educate the children. I probably said this but it gives you confidence. 
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Appendix 12 
Transcript interview 4 Lauren 
S. Hi Lauren, nice to see you for this final catch up, are you happy to carry on? 
L. Yes,. 
“. “o just ďeeŶ aǁaƌded EYP“ it͛s offiĐial ĐoŶgƌatulatioŶs? did Ǉou haǀe aŶǇ tǇpe of ĐeleďƌatioŶ at 
work or home? 
L. Thanks it seeŵs like a ǁhile siŶĐe ǁe did EYP“, ǁe haǀeŶ͛t Đeleďƌated Ǉet, I ŵeaŶ theǇ said ǁell 
done and my aunt was happy but you knoǁ hoǁ it͛s ďeeŶ at ǁoƌk, tƌiĐkǇ ďeĐause ouƌ ĐoŶtƌaĐts had 
to be changed. Also they know that I will have to move on eventually. 
S. So you have discussed that with them? 
L. Yes, my aunt knows and she is pleased for me. It will be scary but I need that challenge, they 
alƌeadǇ haǀe aŶ EYP so theƌe͛s Ŷot ŵuĐh I ĐaŶ ďƌiŶg to the taďle. I doŶ͛t ǁaŶt to ŵaŶage a settiŶg I 
haǀeŶ͛t doŶe all this to ďe aǁaǇ fƌoŵ the ĐhildƌeŶ. I ǁaŶt to ďe iŶ a ƌooŵ ǁith ĐhildƌeŶ, hopefullǇ iŶ 
a school. 
S. So will you go onto do QTS 
L. Yes that͛s the plaŶ, aŶd EYP“ ǁill help. I͛ŵ ĐoŶĐeŶtƌatiŶg oŶ ŵǇ hoŶouƌs Ŷoǁ aŶd thiŶkiŶg of 
moving forward. Stepping up. 
S. So what difference has EYPs made to you and your practice. 
L. ŵassiǀe ƌeallǇ, it͛s aďout leadeƌship, aŶd ĐoŶfideŶĐe. BeiŶg aďle to talk to the staff and you feel 
that Ǉou͛ǀe doŶe all this ǁoƌk so Ǉou deseƌǀe to ďe theƌe aŶd theǇ thiŶk that, the staff see Ǉou as 
more professional.  
S. So you still feel it was worthwhile, a positive experience? 
L. yes definitely, it will help me move oŶ aŶd it͛s ǁoƌked out the ďest foƌ ŵe, doiŶg it this ǁaǇ. 
S.Is there anything else you want to let me know? Just thinking about the process support from Uni, 
preparation days. 
L. I thought aďout this, it ŵight ďe ǁoƌth just saǇiŶg doŶ͛t leaǀe Ǉouƌ poƌtfolio till the last minute. J 
did say that but you get busy. I had good support at Uni and at work, that helped me and I know I 
ǁas luĐkǇ. I͛d ƌeĐoŵŵeŶd it, eǀeŶ the settiŶg ǀisit ǁasŶ͛t as dauŶtiŶg as I thought, aŶd it ǁas good 
when she said I was good. It gives you value, what you do is valued. 
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Appendix 13 
Steps to writing the monologues- 
Step 1 identify the plot and structure of the story 
What’s the story? Plot becoming a professional, where did it start how does it end, what 
happened on the way? 
Why they began working in early years 
Why they decided to do EYPS 
What happened on the way- their experiences, changes to practice, any challenges, who supported 
them, how was the process 
Significant incidents-progress review, what did they learn, assessment visit 
Was it worth it? End result? How do they feel now? 
Step 2 Transcribe interviews-Lauren  (appendix 9-12) 
Step 2 Listen to interview 4-5 times , make notes (hand written notes some examples below) 
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Step 3- Pulling the notes together  
Beginning-School unhappy, bullied, day dreamer, wants better for children she cares for, friends 
important, A levels fail, work experience, home life, mum childminder, surrounded by children, 
sisters do not work with children, solicitor and chef, should have done NVQ 
EYPS, value and status, but career aspirations, QTS ultimate goal, needs more from work, challenge 
step up, small setting opportunities limited, hours reduced, not seen as professional at work too 
young 
Middle-Progress review- placement easier to be a leadeƌ, Đoŵpaƌed to KaƌeŶ͛s eǆpeƌieŶĐe 
comments on management, knew what to expect helps aunt EYP, aunt important already identified 
things to do, very supportive, easier than for some, learning to lead-doŶ͛t ǁaŶt to Đoŵe aĐƌoss as 
taking over, mum and fiancée supportive, more confident now, parents talking to her, approach her 
first. 
Middle-Assessment visit, hard, anxious but went really well, good comments about activities, 
outdoors everyone supported, aunt really helped, degree important, and status, people see you as 
more professional, not just babysitter, will have to move on, like a job in school it should help, 
reception teacher, do honours then move, need a challenge a different type of setting, different 
children, always be grateful to aunt. 
The end 
Step 4-Building the monologue-the beginning, from the transcription keep aspects identified in the 
notes, remove interview questions 
 ǁell ƌeallǇ I ǁaŶted to go iŶto teaĐhiŶg ďut I didŶ͛t get the A leǀels. I did psǇĐhologǇ, teǆtiles aŶd I 
think biology I ǁasŶ͛t aĐadeŵiĐ. But I did ǁoƌk eǆpeƌieŶĐe iŶ ƌeĐeptioŶ aŶd I loǀed it, I ĐoŶŶeĐted 
quite well with the children. Yeah pƌopeƌlǇ deĐide I ŵeaŶ at pƌiŵaƌǇ sĐhool I didŶ͛t kŶoǁ ǁhat I 
wanted to do, you know I wanted to be a vet one day... hairdresser the next but mum had a 
childminder business and I had younger siblings so I was always surrounded by children. Some, I 
mean they ask what you want to do, I said a teacher so I did work experience, then that helped me 
know  I just wanted to be a teacher. In year 9 I chose options, they were nothing to do with what I 
do now, but at school it was all about Uni. They encouraged me to stay on for A levels but I was no 
good at exams. I might have been better at college doing a level 3, NVQ3 would have been better for 
me, ďut it ǁas Ŷeǀeƌ aŶ optioŶ ǁe ǁeƌeŶ͛t adǀised. You get A leǀels Ǉou go to UŶiǀeƌsitǇ. Well that͛s 
me 1st day at primary, I did not like school, hated it, my mum said they had to peel me off the 
ĐhildŵiŶdeƌ. I͛d like to giǀe ĐhildƌeŶ a ŶiĐeƌ eǆpeƌieŶĐe thaŶ I had, the teaĐheƌ͛s Ŷeǀeƌ liked ŵe said I 
was a day dreamer. I was bullied. Secondary school was worse, scary and big. Those are my friends I 
went to pre-sĐhool ǁith theŵ aŶd I͛ŵ still ǁith theŵ Ŷoǁ, theǇ all ǁeŶt to UŶiǀeƌsitǇ aŶd I felt I ǁas 
getting left behind. 
Well I work in a family run pre-sĐhool aŶd I͛ǀe Ŷeǀeƌ ǁoƌked aŶǇǁheƌe else. It͛s the Ŷeǆt step up, a 
degƌee is ƌeĐogŶised. I͛ǀe doŶe ŵǇ FD, got leǀelϯ, leǀelϰ ďut I ǁaŶt to ŵoǀe oŶ up. I͛ŵ luĐkǇ to haǀe 
this joď ďut I doŶ͛t ǁaŶt to ďe theƌe foƌeǀeƌ, it͛s oŶlǇ sŵall, theƌe͛s a liŵit..You kŶoǁ to ǁhat Ǉou 
can do how far you can go. Erm yeah, I want career enhancement, eventually I want to be a 
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reception teacher, I mean still to work with the young ones. Working with 3-5 year olds you see the 
diffeƌeŶĐe Ǉou ŵake. I ĐouldŶ͛t see ŵǇself iŶ aŶ offiĐe; I ǁoƌked iŶ a ƌestauƌaŶt at the ǁeekeŶds ďut 
it͛s Ŷot foƌ ŵe. Just ŵoƌe pƌofessioŶal, people doŶ͛t see Ǉou as pƌofessioŶal; Ǉou just look afteƌ 
children. It will improve me its professional development. 
Refining the monologue 
Step 5-Lauren start with early experiences and what happened at school work forwards to EYPS 
Early experiences mum a childminder, loved children then placement experience at school wanted 
to be a reception teacher but failed exams. No ĐhoiĐe at sĐhool all aďout UŶiǀeƌsitǇ. TheŶ LauƌeŶ͛s 
words to tell this part of her story 
Step 6-LauƌeŶ͛s ǁoƌds-one day I wanted to be a vet the next a hairdresser but I always loved 
children. I was always surrounded by children, having younger siblings and mum was a childminder, I 
used to babysit and was interested in children. In year ten I went into a school for my work 
experience and I loved it and wanted to be a Reception teacher, but I was no good at exams and it 
was all about University. 
 But at school you were channelled into sixth form and it was all about A levels and going to 
UŶiǀeƌsitǇ. I Đhose ŵǇ optioŶs, ŶothiŶg to do ǁith ǁhat I do Ŷoǁ, PsǇĐhologǇ, Teǆtiles..ĐaŶ͛t 
ƌeŵeŵďeƌ.. oh aŶd BiologǇ. I didŶ͛t get the gƌades, NVQ ǁould haǀe ďeeŶ ďetteƌ foƌ ŵe ďut ǁe didŶ͛t 
get any advice. 
Re write 
Step 7-I ĐaŶ͛t ƌeŵeŵďeƌ, ǁell ŶothiŶg speĐifiĐ, that I ǁaŶted to do at sĐhool. You kŶoǁ ǁheŶ theǇ 
ask Ǉou ͚ǁhat do Ǉou ǁaŶt to ďe?͛, oŶe daǇ I ǁaŶted to ďe a ǀet the Ŷeǆt a haiƌdƌesseƌ ďut I alǁaǇs 
loved children. I was always surrounded by children, having younger siblings and mum was a 
childminder, I used to babysit and was interested in children. But at school you were channelled into 
sixth form and it was all about A levels and going to University. I chose my options, nothing to do 
ǁith ǁhat I do Ŷoǁ, PsǇĐhologǇ, Teǆtiles..ĐaŶ͛t ƌeŵeŵďeƌ.. oh aŶd BiologǇ. IŶ Ǉeaƌ teŶ I ǁeŶt iŶto a 
school for my work experience and I loved it and wanted to be a Reception teacher, but I was no 
good at exams and it was all about UŶiǀeƌsitǇ. I didŶ͛t get the gƌades, NVQ ǁould haǀe ďeeŶ ďetteƌ 
foƌ ŵe ďut ǁe didŶ͛t get aŶǇ adǀiĐe. 
Continue with plot 
So failed A levels how did she get into early years, mum a childminder but sister a solicitor other 
sister a chef, aunty important. 
Photos 
LauƌeŶ͛s ǁoƌds iŶĐlude iŶ ŵoŶologue- I think my aunty has been really important. She gave me that 
chance, she took a chance, gave me a job in the pre-school after my A levels when I thought what will 
I do now? 
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 LauƌeŶ͛s eǆpeƌieŶĐes at sĐhool also ǀeƌy significant in decision to enter early years-bullying, 
friendships. 
LauƌeŶ͛s ǁoƌds- I did not like school, hated it, my mum said they had to peel me off the childminder. 
I͛d like to giǀe ĐhildƌeŶ a ŶiĐeƌ eǆpeƌieŶĐe thaŶ I had, the teaĐheƌ͛s Ŷeǀeƌ liked ŵe said I was a day 
dƌeaŵeƌ. I ǁas ďullied. That͛s ŵe aŶd ChƌistiŶa at pƌe-school, I loved that, that friendship group, you 
kŶoǁ I͛ŵ iŶteƌested iŶ that foƌ the kids, ǁho theǇ eǆĐlude, ǁho theǇ plaǇ ǁith, all that. It͛s so 
important to stop that bullying and everything, I loved pre-school and that is what it should be like 
foƌ the kids. It ŵade ŵe happǇ aŶd that͛s ǁhat it should ďe like foƌ theŵ. 
In the monologue-I hated school, my first day at primary the childminder said they had to peel me off 
her. I want to give children a nicer experience than I had. Teachers never liked me, I was a day 
dƌeaŵeƌ, I ǁas ďullied aŶd seĐoŶdaƌǇ sĐhool ǁas ǁoƌse. With the ďullǇiŶg aŶd eǀeƌǇthiŶg I͛ŵ 
interested in that, even from three years old children have friendship groups. 
Plot-what does she want from EYPS? 
LauƌeŶ͛s ǁoƌds ŵoŶologue- It͛s the Ŷeǆt step up, a degƌee is ƌeĐogŶised. I͛ǀe doŶe ŵǇ FD, got leǀelϯ, 
leǀelϰ ďut I ǁaŶt to ŵoǀe oŶ up. I͛ŵ luĐkǇ to haǀe this joď ďut I doŶ͛t ǁaŶt to ďe theƌe foƌeǀeƌ, it͛s 
only small, there͛s a liŵit..You kŶoǁ to ǁhat Ǉou ĐaŶ do hoǁ faƌ Ǉou ĐaŶ go. 
Re visit interview later to see if relevant- follow up on support from aunt, placement is it different? 
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Appendix 14 
Thematic narrative analysis- Lauren (Chapter 6) 
 Broad theme interview 
Early experiences (primary conditioning) 
Caring 
Gender 
Link to symbolic frame-Lauren committed to 
continuing to work with young children even if 
she moves onto QTS 
 
mum had a childminder business and I had 
younger siblings so I was always surrounded by 
children. 
I͛ǀe just alǁaǇs loǀed ĐhildƌeŶ 
work experience in reception and I loved it, 
I did not like school, hated it, my mum said they 
had to peel me off the childminder. 
my sister is a solicitor and the younger one wants 
to ďe a Đhef, so Ǉou kŶoǁ it͛s just me. I was 
iŶteƌested iŶ ĐhildƌeŶ; I͛ǀe just alǁaǇs loǀed 
children (do not assume working class) 
I doŶ͛t ǁaŶt to ŵaŶage a settiŶg I haǀeŶ͛t doŶe 
all this to be away from the children. I want to be 
in a room with children, hopefully in a 
school.(remains committed to care, and being 
hands on with children, no desire to be a 
manager) 
 
 
 
Why early years-early experiences, school etc I loved pre-school and that is what it should be 
like foƌ the kids. It ŵade ŵe happǇ aŶd that͛s 
what it should be like for them  
I͛d like to giǀe ĐhildƌeŶ a ŶiĐeƌ eǆpeƌieŶĐe thaŶ I 
had, the teaĐheƌ͛s Ŷeǀeƌ liked ŵe said I ǁas a 
day dreamer. 
ǁaŶted to go iŶto teaĐhiŶg ďut I didŶ͛t get the A 
levels (schooling) 
auŶtǇ, she͛s ďeeŶ ƌeallǇ iŵpoƌtaŶt to ŵe, she 
gave me a chance, took a chance on me gave me 
a joď afteƌ ŵǇ A leǀels ǁheŶ I didŶ͛t kŶoǁ. What 
will I do? (For Lauren aunt very significant in her 
choice, influential role model for Lauren and 
mentor) 
Why EYPS 
Professional status 
Ambitious-more money etc 
Also some links to HR frame in Multiframe 
analysis, Lauren wants recognition, status and is 
motivated by moving towards QTS 
It͛s the Ŷeǆt step up, a degƌee is ƌeĐogŶised. I͛ǀe 
done my FD, got level3, level4 but I want to move 
on up. 
 I want career enhancement, eventually I want to 
be a reception teacher, I mean still to work with 
the young ones. 
if we have to reapply for our jobs or other jobs 
because you are working towards something, 
you put all your effort and hard work into it so 
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you kind of deserve..., you have value, what you 
do is valued. It should help. (job security, 
opportunities for a new job, improved access to 
capital) 
I thiŶk it is defiŶitelǇ ǁoƌthǁhile, haƌd ďut that͛s 
important. I think it gives you self worth, people 
will look at you and see that you have a degree 
and the status and are here, not just a babysitter 
but to educate the children. I probably said this 
but it gives you confidence. 
 
Organisation/ support/ who knows 
Recognition EYPS 
 
Aunt, acted as a mentor and supported Lauren 
also fits with political frame in multiframe 
analysis. 
It͛s a ďit tƌiĐkǇ at ǁoƌk ďeĐause ǁe haǀeŶ͛t got as 
many children so we just had a meeting and we 
might need to reduce our hours. (tension at 
work-real world of PVI, Is EYPs sustainable, too 
big a cost?) 
The staff at work know and the manager is an 
EYP so she͛s ǀeƌǇ pƌoaĐtiǀe. TheǇ aƌe ƌeallǇ 
pushiŶg ŵe, theǇ͛ƌe ďehiŶd ŵe, aŶd the EYP has 
already highlighted about 7 things on her job 
desĐƌiptioŶ foƌ ŵe to do. I͛ŵ leadiŶg all the 
planning meetings now. 
A lot of the parents have been asking me how 
I͛ǀe ďeeŶ doiŶg at UŶiǀeƌsitǇ. (parents interested) 
Lauren unique in that her manager was an EYP 
It͛s a sŵall settiŶg aŶd ŵǇ auŶt is alƌeadǇ aŶ EYP 
so they know what you are doing and they 
understand the process. 
TheŶ I͛ǀe alǁaǇs ǁaŶted to go into Reception, 
theƌe͛s ŵoƌe seĐuƌitǇ iŶ a sĐhool thaŶ a pƌiǀate 
oƌ ĐhaƌitǇ ƌuŶ ďusiŶess. So oŶĐe I͛ǀe got ŵǇ EYP 
status aŶd HoŶouƌs, I͛ll applǇ to sĐhools. (more 
recognition with QTS than EYPS) 
 
Work load, performativity 
Links to symbolic frame as Lauren views the 
process as hard but that adds value , ritual in 
symbolic frame 
ǁell ǁe͛ǀe oŶlǇ had tǁo EYP daǇs so just doŶe 
the standards and that, and we were all 
ǁoŶdeƌiŶg ǁhat it͛s all aďout, it just seeŵs like a 
lot of stuff all at once. 
Hard but worthwhile 
I thiŶk it is defiŶitelǇ ǁoƌthǁhile, haƌd ďut that͛s 
important. 
EYPs,  and effect on practice,  Just ŵoƌe pƌofessioŶal, people doŶ͛t see Ǉou as 
professional; you just look after children. It will 
improve me its professional development. ( Lack 
of status, but no conflict with care at this stage) 
Lauren repeatedly points to improvement in 
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confidence- it͛s defiŶitelǇ ďoosted ŵǇ ĐoŶfideŶĐe, 
You ƌefleĐt, I͛ǀe said this ďut it͛s all aďout 
confidence 
well working with three to five year olds you get 
to see the impact you have on them, you can see 
how much they change and through this I grow 
as a person. You know you are doing something 
right.(validates practice) 
The other day H pointed out how before the 
paƌeŶts ǁouldŶ͛t Đoŵe to ŵe ďut Ŷoǁ I do oŶe to 
one with a child and his mum always comes over 
and asks for advice (change to practice) 
It͛s ŵoƌe at ǁoƌk theǇ kŶoǁ ŵe ďut iŶ the otheƌ 
settiŶg theǇ doŶ͛t kŶoǁ ŵe, it just Đoŵes aĐƌoss 
as ŵe ďeiŶg like that , I guess pƌofessioŶal, it͛s 
easier to be like that, seen as more of a 
professional. (Lauren perceives herself as more 
professional at placement, seen by others at 
placement as more professional, disadvantage of 
being in family run pre-school not seen as 
professional?) 
EYTS I thiŶk it͛s good, it ǁill attƌaĐt more people into 
the workforce, people will be more aware of it, it 
will be a career option, like teaching. It will be 
stricter you will have to have EYPS or EYTS and 
it͛s aŶ iŶĐeŶtiǀe to ǁoƌk foƌ it, it͛s the ƌight to ďe 
here, and it will bring a lot more people into early 
years rather than just primary and secondary. 
It͛s defiŶitelǇ a good thiŶg, positiǀe, ďeĐause the 
EYT will know about play and can implement it 
better than some of the others and because of 
their leadership they will be able to get it across 
to staff, so that it ǁoŶ͛t ďe too foƌŵal. 
(very positive view of EYTS for the sector and 
children will enhance professional recognition) 
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Appendix 15 
Multiframe analysis-Lauren (Chapter 7) 
Structural-  
Traditional aunt manager/owner/authority 
prepared to devolve tasks 
I͛ŵ luĐkǇ to haǀe suppoƌt iŶ ŵǇ settiŶg, theǇ aƌe 
really pushing me. The EYP has already 
highlighted about seven things on her job 
desĐƌiptioŶ foƌ ŵe to do, aŶd I͛ŵ leadiŶg all the 
plaŶŶiŶg ŵeetiŶgs Ŷoǁ.  I͛ǀe heaƌd fƌoŵ soŵe of 
the others how they struggle to get time off to 
atteŶd EYPS daǇs. I͛ŵ luĐkǇ the pƌe-school leader 
is an EYP. 
There are limited opportunities in the setting for 
Lauren even with EYPS, small setting,they 
alƌeadǇ haǀe aŶ EYP so theƌe͛s Ŷot ŵuĐh I ĐaŶ 
bring to the table. 
 
 
Human resource- 
lack of conflict but age a disadvantage I think 
when you are young you are not seen as 
professional at work, 
 
Setting cannot meet motivational needs, 
 I͛ŵ iŶ a pƌiǀate faŵilǇ pƌe-school and I will have 
to move on. EYPS will move ŵe oŶ, that͛s ǁhat I 
need more of a challenge. 
Status- So when you get this status people will 
thiŶk she͛s got the degƌee aŶd doŶe the ǁoƌk. It 
gives you a lot more self worth and confidence. 
Wants QTS 
Political 
Lauren developed skills, negotiation with 
management and staff 
You have to lead staff, it builds your confidence, 
and you have to negotiate and talk to higher 
management 
You have to explain to staff in the room so I think 
it helps them understand why you are doing it. 
It͛s all aďout leadeƌship 
Support from aunt, moral leadership, support, 
mentoring and role models. 
The manager and room leader have done it 
theŵselǀes aŶd theǇ͛ǀe ďeeŶ theƌe to suppoƌt 
ŵe, to kŶoǁ that theǇ͛ǀe doŶe it aŶd Ǉou ĐaŶ see 
theiƌ leadeƌship skills, theǇ͛ǀe ŵeŶtoƌed ŵe. 
Compared herself to K It͛s defiŶitelǇ ďeeŶ helpful 
having them there as opposed to someone like K 
ǁho͛s Ŷot had aŶǇoŶe theƌe ǁho kŶoǁs the 
pƌoĐess; it͛s ďeeŶ ŵoƌe of a ĐhalleŶge to get 
aŶǇoŶe to uŶdeƌstaŶd ǁhǇ she͛s doiŶg thiŶgs. 
 
Symbolic 
Commitment to working with children, I always 
loved children. 
Ritual assessment visit- It͛s a ďit Ŷeƌǀe-wracking 
being put on the spot but I could answer them all 
aŶd I͛d tƌied to Đoǀeƌ eǀeƌǇthiŶg thƌee tiŵes iŶ 
the evidence folder and then cover them again 
oŶ the touƌ. I͛ŵ ƌelieǀed it͛s all oǀeƌ ďut I felt 
positiǀe it͛s defiŶitelǇ ďeeŶ ǁoƌth it. I͛ŵ iŶ liŵďo 
ďut I uŶdeƌstaŶd the pƌoĐess aŶd I͛ǀe doŶe 
eǀeƌǇthiŶg I ĐaŶ so that͛s okaǇ. 
 
  
Ritual, element of trial- I think it is definitely 
ǁoƌthǁhile, haƌd ďut that͛s important. 
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Appendix 16 
Information sheet for study:- From Early Years Practitioner to Early Years Professional 
 
Dear ......................... 
I am currently undertaking an Educational Doctorate (Ed D) at Sheffield Hallam 
University and my aim is to undertake a study which explores the perspectives and 
eǆpeƌieŶĐes of eaƌlǇ Ǉeaƌ͛s pƌaĐtitioŶeƌs, as theǇ uŶdeƌtake a pƌogƌaŵŵe of studǇ to 
achieve Early Years Professional Status. Therefore I am keen to recruit four or possibly 
five participants who are just about to embark on the Undergraduate Practitioner 
Pathway. 
I hope that the study will provide insight into how personal and professional identities 
change during the programme and that critical understanding will be gained into how 
social and cultural experiences shape professionalization. Ultimately I hope that the 
study will shed light on how professionalization changes practice and might influence 
future policy and practice. It is hoped that participation will provide an opportunity for 
in depth reflection and analysis of your experience of professionalization, which 
ultimately will support you and others on the programme. 
The study will last approximately fifteen months and it is anticipated that you would be 
interviewed four times during that time. Each interview will last approximately 60-90 
minutes. It is hoped that the participants will bring in photographs to support the 
interviews and each interview will be recorded. I am interested in your individual stories, 
your experiences, emotions and perspectives which contribute to, and shape your 
journey to becoming an EYP. I am willing to interview you at work, home, university or 
college whichever is most convenient and comfortable for you. All the transcripts of the 
data collected will be anonymised and stored securely to protect confidentiality, but it is 
hoped that the final study will be disseminated via conferences and ultimately 
publication. 
If you require any further information about the study or indeed would like to 
participate please contact me at s.mcmahon@hud.ac.uk. If you would like to raise any 
concerns you might have about this study you may contact my doctoral supervisor Dr 
Ros Garrick at r.m.garrick@shu.ac.uk.  
If you consider that you have enough information and would like to take part in the 
study please sign the enclosed letter of consent. 
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Appendix 17 
Consent form to follow information letter 
After consideration of the information provided I............................................................... (full 
name) consent to take part in the study From Early Years Practitioner to Early Years 
Professional: A Narrative Enquiry. 
I also understand that I have the right to withdraw from the study at any time without the need 
to explain. 
 
Signed..................................................................................... date..................................... 
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